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ABSTRACT 
The purpose of this study was to explore elementary second-stage teachers’ (4–10 years 
experience) career decisions and the teaching and working conditions associated with 
those decisions. Retaining teachers is of extreme importance to public schools because 
chronic turnover is financially, organizationally, and instructionally costly. The study was 
conducted in two phases: (1) the collection and analysis of quantitative Teaching 
Empowering Leading and Learning Massachusetts (TELL Mass) (2014) survey data and 
(2) the collection and analysis of qualitative findings from interviews and a confidential 
questionnaire to obtain background and demographic information. Descriptive statistics 
were used to analyze the survey results. A thematic analysis (Braun & Clarke, 2006) of 
the interview transcripts was conducted to identify themes. Both school leadership and 
instructional practices and support proved to be important to survey respondents. 
However, the responses to the survey did not show that elementary second-stage teachers 
had markedly different immediate professional plans than their novice and veteran 
counterparts. Further, according to the survey data, there were no significant differences 
in the teaching and working conditions that affect the immediate professional plans of 
 vii 
novices, second-stage, and veteran teachers. The elementary second-stage teachers 
interviewed identified the importance of the social aspects of teaching––students, 
colleagues, and school and district leaders––over any other teaching or working 
condition, when making career decisions. Even in challenging environments teachers 
noted how leaders and colleagues can impact decisions positively. These results, while 
not generalizable, can inform administrators, schools, and districts seeking to decrease 
elementary second-stage teachers departure from the classroom. Implications for practice 
and policy and for future research are suggested.  
Keywords: colleagues, elementary second-stage teachers, school leadership, teacher 
turnover 
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 CHAPTER 1: INTRODUCTION 
 As school leaders strive to find the best educators for their students, highly 
trained, experienced teachers are increasingly leaving classroom positions for other 
career opportunities either within schools or outside of them (Bormann & Dowling, 2008; 
Ingersoll, 2001). As a result, the teaching profession has come to be comprised of a high 
percentage of new, younger teachers, who, research has shown, are likely to leave the 
classroom within the first five years of service (Ingersoll & Merrill, 2012). Although 
substantial attention has been given to the departure of novice teachers (those with 1–3 
years experience), less attention has been paid to the fact that teacher turnover is 
compounded by the exodus of experienced teachers. For “second-stage teachers” (those 
with 4–10 years experience) (Kirkpatrick, 2009), turnover rates are also high (Leukens, 
Lyter, Fox, & Chandler, 2004). The U.S. Department of Education Institute of Education 
Sciences National Center for Education Statistics (NCES) established in 2008–2009 the 
turnover rate of second stage teachers to be 16.5%. (n.d.). 
 In the literature on teacher retention and attrition, Ingersoll (2001) defines several 
key terms as follows. “Turnover” is an overarching term that describes “the departure of 
teachers from their teaching jobs” (p. 500). Turnover can be the result of attrition or 
migration. Teacher attrition refers to those who leave the teaching profession completely, 
often known as “leavers” (p. 508). Teachers who migrate, or leave one school to work in 
another, are referred to as “movers” (p. 508). Leavers and movers present problems for 
their institutions because, in both instances, districts and schools must take the time and 
resources required to hire and train teachers to fill the positions (Ingersoll, 2001; Johnson, 
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Berg, & Donaldson, 2005). Although studies of teacher turnover are abundant, it is still 
unclear how specific personal characteristics, career opportunities, and workplace 
conditions interact to influence the future career plans of second-stage teachers.  
 Many studies of turnover focus specifically on the reasons teachers leave. The 
purpose of this study was to explore the reasons second-stage elementary teachers chose 
to stay in the classroom. This mixed methods study occurred in two phases: (1) a 
quantitative study analyzing the 2014 Teaching Empowering Leading and Learning 
Massachusetts (TELL Mass) statewide survey of teaching and learning conditions, and 
(2) a qualitative study of second-stage teachers based on interviews and a confidential 
questionnaire to obtain teachers’ background and demographic information. The results 
provide a better understanding of the specific conditions and practices that influence 
second-stage teachers’ professional plans. These results, while not generalizable, can 
inform future researchers and administrators and districts seeking to decrease second-
stage teacher turnover. 
Background  
According to Ingersoll and Merrill (2012), in the 20-year period from 1988 to 
2008, “annual attrition from the teaching force … increased from 6.4% to 9%, a 41% 
increase” (p. 18). Even more significant were earlier findings that showed that, according 
to the national Schools and Staffing Survey (SASS) and the Teacher Follow-Up Survey 
(TFS), an estimated 40 to 50% of new teachers leave the field within the first five years 
(Ingersoll & Smith, 2003). Given the definitions of “novice” (those with 1–3 years 
experience) and “second-stage” teachers (those with 4–10 years experience) this rate 
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includes both novice and early second-stage teachers (Berg et al., 2005).  
 Second-stage teachers. When teachers have 4–10 years of experience, they are 
considered to be in the second stage of their careers, because in their fourth year, many 
receive some type of professional status or tenure and are no longer considered novices. 
Researchers cap the second stage at 10 years because that is when attrition rates begin to 
decline (Kirkpatrick, 2009). According to the most recent SASS data, 39.9% of the 
nation’s public school teaching force has been teaching for 1–9 years. Of this group, 
28.6% have 4–9 years experience, placing them squarely in the second stage range 
(NCES, n.d.). In their analysis, Bormann and Dowling (2008) found that “the odds of 
attrition among teachers with 5–6 years experience were 1.57 times greater than those for 
teachers during the first five years”(p. 387). According to the most recent data, from 
2008–2009, only 9.6% of teachers with 10–19 years experience left or moved. Almost 
twice as many—16.5%—teachers with 4–9 years experience left or moved. However, the 
percentage of teachers with 1–3 years experience who left or moved was even greater, at 
23.8% (NCES, n.d.). Nevertheless, it is generally agreed that the statistics taken together 
reveal that second-stage teacher attrition greatly contributes to the current conditions of 
education for administrators and students, and the causes of teacher attrition deserve 
further investigation (Ingersoll, 2001; Johnson, Berg, & Donaldson, 2005).  
 Reasons for teacher turnover. Teachers report leaving the classroom for a 
number of reasons, the majority related to the organizational characteristics of schools. 
The most commonly cited reasons are related to working conditions, such as lack of 
autonomy and shared decision-making, problems with student discipline, lack of 
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administrative support, poor student achievement, and large class size (Hanushek, Kain, 
& Rivkin, 2004; Ingersoll, 2001). Desire for increased salary also plays a role (Ingersoll, 
2001), as do dissatisfaction, stress, boredom, and burnout that can affect more veteran 
teachers as well (Johnson et al., 2005).  
 The absence of opportunities for career growth also contributes to teacher 
turnover. Coggshall, Ott, Behrstock, and Lasagna (2010) studied teachers considered 
members of Generation Y (Gen Y), or those born between 1977 and 1995. (Members of 
this group who were born between 1979 and 1994 are also referred to as “millennials.”) 
The researchers found that while 98% planned to stay in the field of education, only half 
planned to remain in the classroom. Upwards of 18% of teachers in the nation’s public 
schools are members of Gen Y, and in 2004–2005 the percentage of teachers under the 
age of 30 who left the profession was 44% higher than the average turnover rate, which 
included retirees. Many Gen Y teachers expressed a desire “to keep one foot in the 
classroom yet have opportunities to take on additional roles, responsibilities, and 
challenges” (p. 18).  
In comparison to other lines of work, teaching was described by Lortie as early as 
1975 as “career-less” (p. 85) because of the lack of opportunities for upward movement. 
More recent studies found that a multitude of skilled professionals are deterred from 
teaching because of the comparatively limited opportunity for advancement within the 
profession (Coggshall, Ott, Lasagna, & Laine, 2009; Johnson & Kardos, 2005) and also 
point to the need for career paths in teaching to improve retention rates (Cochran-Smith, 
2004; Johnson et al., 2005). The lack of upward mobility within the teaching profession, 
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the number of alternate career options, and the idea that fluidity among careers is 
acceptable are problematic when attempting to retain teachers in the beginning and 
middle stages of their careers—a necessary goal when one considers the various costs of 
teacher turnover as described below. 
Statement of the Problem 
 Previous research focusing solely on second-stage teachers is largely comprised 
of qualitative studies. These studies focus on teachers’ experience with specific factors, 
including career development (Donaldson, 2005), differentiated roles (Berg et al., 2005; 
Donaldson et al., 2008), career decisions (Fiarman, 2007), job engagement (Kirkpatrick 
& Johnson, 2014), and professional collaboration (Charner-Laird, 2007). Further, many 
quantitative studies, including analyses of TELL Mass data, do not disaggregate by years 
of experience and school level. The present study built upon previous quantitative and 
qualitative research to investigate ways to retain elementary second-stage teachers with 
attention to a variety of factors that affect retention. 
 Costs of Teacher Turnover. Retaining teachers is of extreme importance to 
schools, because chronic turnover is very costly, and not solely in financial terms. 
Johnson and colleagues (2005) found a minimum of three distinct types of costs 
associated with teacher turnover: instructional, financial, and organizational.  
Instructional costs. When an experienced teacher leaves the classroom, students 
are more likely to be taught by an inexperienced and ineffective teacher than an 
experienced and effective teacher (Johnson, 2006), and studies show that fewer students 
meet state standards in schools with higher rates of teacher turnover (Guin, 2004). 
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Similarly, Bormann and Dowling (2008) have documented the costs associated with 
teacher turnover on student achievement. More recently, Ronfeldt, Loeb, and Wycoff 
(2013), after controlling for teacher quality, found that “teacher turnover has a significant 
and negative impact on student achievement in both math and ELA [English language 
arts]” (p. 30). This effect is felt by all students, not just those who have been taught by 
leavers (Ronfeldt et al., 2013). Ronfeldt and his colleagues found that primarily in lower-
performing schools “students of stayers perform significantly worse when turnover is 
greater” (p. 29). 
Financial costs. When teachers leave, new teachers need to be trained, supported, 
and mentored, resulting in financial burdens for school districts (Loeb, Darling-
Hammond, & Luczak, 2005). Moreover, resources that could be spent on professional 
development resulting in instructional gains are applied to hiring and recruiting new 
teachers (Johnson, 2006). It is estimated that in 2008–2009 teacher turnover cost states 
between $1 and $2 billion (Haynes, 2014). Papay, Bacher-Hicks, Page, and Marinell 
(2015) analyzed administrative data from 16 urban school districts and found that the 
financial costs of turnover to schools and districts vary and are difficult to determine. 
Their rough estimate suggested that a district in their study “with the lowest observed 
five-year novice retention rate could achieve yearly savings of approximately $4 million 
in hiring costs by improving novice teacher retention” (p. 3). 
Organizational costs. Schools “depend on commitment, continuity, and cohesion 
among employees” (Ingersoll & Smith, 2003, p. 31), and the culture and performance of 
schools are damaged by high rates of turnover. Specifically, teamwork and trust are 
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undermined when schools are confronted with an influx of new teachers because new 
relationships among parents, teachers, and students must be formed (Guin, 2004). 
Implementing new initiatives and collaborating with colleagues are challenging without 
trust, which takes time to establish. Additionally, chronic turnover makes administrative 
planning and teacher collaboration difficult (Guin, 2004). In order to meet the demands 
placed on schools and educators, there is a need for an experienced and stable workforce 
(Hulling, Resta, & Yeargain, 2012). Collegial relationships, trust, and student 
performance are all sacrificed when there is high turnover in schools. This is extremely 
challenging for teachers when attempting to collaboratively address student achievement 
and comprehensive reforms (Bryk & Schneider, 2002). 
Because second-stage teachers have experience, they are poised to make 
significant contributions not only to their students, but also to the school as a whole 
(Kirkpatrick, 2009; Kirkpatrick & Johnson, 2014). Moreover, studies have shown that 
these teachers are likely to pursue leadership roles (Berg et al., 2005; Donaldson et al., 
2008), potentially increasing the instructional capacity of the school (Donaldson et al., 
2008). The number of teachers who are at risk of leaving the classroom and the financial, 
organizational, and instructional costs to public schools necessitate a closer look at these 
second-stage teachers and the reasons they stay in or leave the profession.  
 Factors associated with teachers’ career decisions. Nationally representative 
surveys, such as SASS and TFS, as well as the statewide TELL Mass (Ingersoll, 2001; 
Johnson, Kraft, & Papay, 2012; Keigher, 2010) are helpful in providing information 
about working conditions teachers find important and how these conditions affect career 
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decisions (Boyd et al., 2011; Johnson et al., 2012a). Missing from the research are 
teachers’ accounts of “why administrative support is important” and “what the 
administration does or does not do that influences a teacher to stay or leave” (Boyd et al., 
2011, p. 329). Furthermore, Boyd and colleagues suggest that many workplace conditions 
deemed significant by teachers, such as autonomy, interactions with colleagues, 
professional learning opportunities, and the health of the greater school community, 
warrant further research. Johnson and colleagues also support the need to examine 
workplace conditions beyond survey results and suggest that future researchers “combine 
such sources with closer analyses of school-level practices—including observations and 
interviews—in order to examine why some working conditions are especially important, 
how they [working conditions] interact day to day” (p. 32). After studying second-stage 
teachers and teacher professional development and leadership needs, Salim (2011) 
concluded: “it would be valuable to learn how second-stage teachers actually make future 
career decisions, and what factors ultimately influence those decisions” (p. 161). By 
interviewing elementary second-stage teachers and analyzing survey data, this study 
revealed the working conditions that are most important to them and how these 
conditions drive their future career decisions. 
Overview of the Study 
Few researchers have disaggregated years of experience and taken school level 
into account as was done in this researched that focused specifically on elementary 
teachers. The study was conducted in two phases: (1) the collection and analysis of 
quantitative survey data and (2) the collection and analysis of qualitative findings from 
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teacher interviews and a confidential questionnaire to obtain teachers’ background and 
demographic information. According to Creswell (2014), mixed methods research 
“provides a stronger understanding of the problem or question” (p. 25) than a solely 
quantitative or qualitative study. Specifically, “the third research methodological or 
research paradigm” (Johnson, Onwuegbuzie, & Turner, 2007, p. 129) gives value to both 
the quantitative and qualitative data and “often will provide the most informative, 
complete, balanced, and useful research results” (p. 129). Moreover, according to Morse 
(1991), an advantage of mixed methods research that uses quantitative and qualitative 
methods concurrently, simultaneous triangulation, is that “the findings complement one 
another at the end of the study” (p. 120). In this study, a Convergent Parallel Mixed 
Methods approach (Creswell, 2014) was used to gain a more comprehensive 
understanding of the specific conditions and practices that influence elementary second-
stage teachers’ professional plans. The 2014 TELL Mass statewide survey of teaching 
and learning conditions was analyzed, and those findings were supplemented with the 
insights gained from interviews with elementary second-stage teachers.  
The collection and analysis of quantitative data were used to answer the first two 
research questions: 
1. How do elementary second-stage teachers (4–10 years of experience) describe 
their immediate professional plans? How do these professional plans compare to 
those of novice (1–3 years of experience) and veteran teachers (11 or more years 
of experience)?  
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2. What teaching and working conditions are associated with elementary second-
 stage teachers’ immediate professional plans? Do associations vary across 
 second-stage teachers, novices, and veterans?  
Qualitative data were collected and analyzed to answer the third research question: 
3. How do elementary second-stage teachers report making career decisions and 
what factors influence those decisions?  
Summary 
 A clearer understanding of how workplace conditions, career opportunities, and 
personal characteristics interact to influence a second-stage teacher’s decisions was 
derived from the investigation of the three research questions. Answers to these questions 
will inform state and district practices and policies that may improve elementary second-
stage teacher retention. In Chapter 2 a review of the relevant literature that informed this 
study is presented. The mixed methods used to conduct the study are explained in detail 
in Chapter 3. Chapter 4 presents the findings that respond to each of the three research 
questions. In Chapter 5 a synthesis of the analyses is presented and implications for 
policies to retain elementary second-stage teachers are explored as well as suggestions for 
future research. 
Definition of Terms 
Baby Boomers: those born between 1946–1964 (Twenge, 2010) 
Generation X: born 1965–1981 (Twenge, 2010) 
 
Generation Y: those born after 1982 (Twenge, 2010) or those born between 1977 and 
1995 (Coggshall, Ott, Behrstock, & Lasagna, 2010)  
 
Leavers: teachers who leave the profession completely (Ingersoll, 2001)  
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Lower elementary: Kindergarten–Grade 2 
 
Millennials: those born between 1979 and 1994 OR those born in or after 1982 (Howe & 
Strauss, 2000) 
 
Movers: teachers who migrate, or leave one school to work in another (Ingersoll, 2001, 
p. 508)  
 
School culture: “the extent to which the school environment is characterized by mutual 
trust, respect, openness, and commitment to student achievement” (Johnson, Kraft, & 
Papay, 2012, p. 14). School culture is connected to leadership, with one factor 
influencing the other (Deal & Peterson, 1990). 
 
School leadership: “is an individual, group of individuals or team within the school that 
focuses on managing a complex operation. This may include scheduling; ensuring a safe 
school environment; reporting on students’ academic, social and behavioral performance; 
using resources to provide the textbooks and instructional material necessary for teaching 
and learning; overseeing the care and maintenance of the physical plant; or developing 
and implementing the school budget” (TELL Mass, 2014, p. 12). 
 
Second-stage teachers: teachers with 4–10 years of experience (Kirkpatrick, 2009) 
 
Teacher attrition: Teacher attrition refers to those who leave the teaching profession 
completely, often known as “leavers” (Ingersoll, 2001, p. 508). 
 
Turnover: “the departure of teachers from their teaching jobs” (Ingersoll, 2001, p. 500) 
 
Upper elementary: Grades 3–5 
 
Working conditions: all aspects of teachers’ work included in the Teachers Empowering 
Leading and Learning Massachusetts (TELL Mass, 2014): community support and 
involvement, collegial support, facilities and resources, managing student conduct, 
professional development, school culture, school leadership, student demographics, 
teacher leadership, time  
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CHAPTER 2: REVIEW OF THE LITERATURE 
The focus of this review is the extant research on teacher turnover and second-
stage teacher retention. The review drew from electronic databases (i.e., EBSCO, Boston 
University Library Search, and Google Scholar) for research articles using key words that 
included: teacher turnover, second-stage teachers, working and teaching conditions, 
school culture, teaching as a profession, and teachers’ careers. No specific time frame 
was imposed. Bibliographies and references in books, articles, and literature reviews 
were also read for additional reports of relevant research, including qualitative and 
quantitative studies.  
The factors contributing to teacher turnover and its effects are numerous, and the 
body of literature extensive. While the factors include teacher demographic 
characteristics and teacher qualifications, the majority are related to working conditions. 
Topics outside the scope of the review include teacher preparation programs, teacher 
recruitment, hiring practices, mentor and induction programs, and the effectiveness of 
teachers who leave the classroom.  
The first section of this review focuses on the contextual factors or working 
conditions related to teachers’ career intentions, including collegial relationships, 
leadership, school culture, and student demographics. In the second section teaching as a 
profession, including teachers’ career opportunities in schools or teachers’ internal 
movement within teaching, and the possible stages of a teacher’s career are discussed.  
Interrelated Components of Working Conditions 
 Teachers’ career intentions have been attributed to the context in which they work 
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or the working conditions that exist in schools (Boyd et al., 2011; Johnson et al., 2012; 
Ladd, 2011). The literature on teacher attrition, whether novice or second-stage teachers, 
points to working conditions as factors in teacher career decisions (Boyd et al., 2008; 
Ingersoll, 2001; Johnson, 2006; Johnson et al., 2005). Although the literature does not 
provide a consistent specific definition of working conditions, Johnson (2006) offers a 
comprehensive definition that includes:  
• The physical features of the buildings, equipment, and resources, that serve as a 
platform for teachers’ work;  
• The organizational structures that define teachers’ formal positions and 
relationships with others in the school, such as lines of authority, workload, 
autonomy, and supervisory arrangements;   
• The sociological features that shape how teachers experience their work, 
including their roles, status, and the characteristics of their students and peers;  
• The political features of their organization, such as whether teachers have 
opportunities to participate in important decisions;   
• The cultural features of the school as a workplace, that influence teachers’ 
interpretation of what they do and their commitment such as values, traditions, 
and norms;    
• The psychological features of the environment that may sustain or deplete them 
personally, meaningfulness of what they do day to day or the opportunities they 
find for learning and growth; and  
• The educational features, such as curriculum and testing policies, that may 
enhance or constrain what teachers can teach. (p. 2) 
 
This definition conceptualizes the various components of working conditions and points 
to the complexity of prioritizing the conditions to be addressed in order to decrease 
teacher turnover.  
A number of empirical studies have sought to narrow down which teaching and 
working conditions are most significant to teachers’ career decisions. Two recent studies 
utilized the Teaching Empowering Leading and Learning (TELL) survey that is 
administered in several states and provides information about how teachers perceive 
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teaching and working conditions. First, Ladd (2011) analyzed data from the North 
Carolina survey in conjunction with “detailed administrative data” (p. 235) that included 
school characteristics, teacher salary data, geographic indicators, and teacher 
characteristics (demographics, degree, certification, and method of training) in an effort 
to find “the extent to which teachers’ perceptions of their working conditions are 
predictive of their intended departure from schools” (p. 235). She concluded that there is 
a high correlation between teachers’ perceptions of working conditions and their 
“intentions to leave their current schools” (pp. 253–255). In addition, her conclusions 
affirmed, “working conditions as measured by the survey are indeed predictive of 
outcomes of policy interest” (p. 256). This finding was significant for the present study as 
it also uses survey data to make predictions about teachers’ career intentions. 
 Johnson and colleagues (2012) extended Ladd’s (2011) study by “further 
examining how working conditions predict both teachers’ job satisfaction and their career 
plans” (p. 8). They examined Teaching Empowering Leading and Learning 
Massachusetts (TELL Mass) (2014) data and concluded that the social aspects of 
teaching are the most vital to teachers, specifically: 
1. collegial relationships, or the extent to which teachers report having 
productive working relationships with their colleagues;  
2. the principal’s leadership, or the extent to which teachers report that their 
school leaders are supportive and create school environments conducive to 
learning; and 
3. school culture, or the extent to which school environments are characterized 
by mutual trust, respect, openness, and commitment to student achievement. 
(p. 24) 
 
Johnson and colleagues found that “positive collegial relationships, principal leadership, 
and school culture are frequently found together in the same school” (p. 26) and are more 
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important predictors of teachers’ career plans than economic or logistical concerns such 
as facilities and school resources.  
 Based on a review of the relevant literature, Figure 1 (below) was developed to 
illustrate the multifaceted nature of perceptions of working conditions. As depicted, 
working conditions can be grouped into four broad categories: collegial relationships, 
leadership, school culture, and student demographics. A description of each category 
follows. 
Figure 1. Interrelated Components of Working Conditions 
 
 Collegial relationships. Studies point to collegial support as a factor in the 
decision to remain in the classroom. Johnson and Birkeland (2003) found that teachers 
stayed in schools with colleagues who “encouraged them to set reasonable goals for 
themselves” (p. 602). In addition, opportunities for collaboration are important predictors 
Collegial	Relationships	
(Borman	&	Dowling,	2008;	Johnson	
&	Birkeland,	2003;	Johnson	et	al.,	
2012;	Ladd,	2011)	
Leadership		
(Borman	&	Dowling,	2008;	Bryk	&	
Schneider,	2002;	Boyd	et	al.,	2010;	
Grissom,	2011;	Guin,	2004;	Johnson	
et	al.,	2012;	Ladd,	2011)	
School	Culture	
(Bryk	&	Schneider,	2002;	Johnson	et	
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of teachers’ career intentions at the elementary and middle school levels (Bormann & 
Dowling, 2008; Ladd, 2011). Johnson (2006) concluded that one of the workplace 
conditions that contributes to teachers’ decision to remain in teaching is “collaborative 
colleagues at all levels of experience” (p. 18). In a recent study of 142 teachers in high-
poverty schools, Johnson and colleagues (2016) found that collaboration and teamwork 
positively impacted teachers’ ability to meet the challenges of their work. These findings 
were echoed in 3 of the 6 high-poverty schools studied by Charner-Laird and colleagues 
(2016). However, in 3 other schools, “teachers resisted or resented the expectation that 
they work in teams” (p. 30), largely because school leadership was not able to “convince 
them” of the importance of teams in driving the work to improve student outcomes 
(Charner-Laird et al., 2016, p. 30). Positive relationships among colleagues improve 
accountability and adult learning and allow teachers to problem-solve collaboratively 
(Johnson et al., 2012). 
 Leadership. Perceived administrative support and leadership are factors 
predominantly cited as the working conditions most predictive of or influential to 
teachers’ career decisions (Bormann & Dowling, 2008; Boyd et al., 2011; Grissom, 2011; 
Johnson et al., 2012; Ladd, 2011). Like the definition of working conditions in general, 
the concept of leadership is broad and overarching. In her analysis of survey data on 
teaching and working conditions, Ladd (2011) found that a multitude of factors fall under 
the umbrella of leadership. She found that leadership “includes not only support for 
teachers, but also a shared vision, a trusting environment, and effective processes for 
making group decisions and solving problems” (p. 256).  
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 National, state, and district studies continue to cite the importance of the school 
leader in teachers’ decisions to remain in the classroom. In his analysis of the 2003–2004 
SASS and the 2004–2005 TFS, Grissom (2011) found that the “average teacher ratings of 
principal effectiveness are strong predictors of teacher job satisfaction and one-year 
turnover probability in the average school” (p. 2576). Similarly, in a study of first- and 
second-year New York City teachers, Boyd and colleagues (2011) found that a 
predominant aspect of the job that influenced a teacher’s decision to leave a school was 
the administration. Specifically, over 40% of current and former teachers named support 
from administrators as the most important condition, and those who left or were 
contemplating leaving were doing so because they found their administrator to be 
unsupportive. This study helped to clarify the specific characteristics of an unsupportive 
administrator, noting that administrators were not well-versed in supervision, facilitating 
problem solving among teachers, promoting data-driven instruction and collaboration, 
assisting teachers with the standards, and building consensus among staff about the 
school’s mission. These findings are supported by those of other researchers, including 
Darling-Hammond (2003), who added, “strong and supportive instructional leadership 
from principals” is an essential condition for reducing turnover (p. 12).  
 In education, as in other professions, when working with millennials, the quality 
of the leadership is important. While not presenting empirical evidence, Howe and 
Strauss (2000) theorized about the differences among generations with specific attention 
to millennials. They suggested that to this generation “the quality of that leadership will 
matter far more than before” (p. 364), and that this group is well positioned to “heed 
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moral exemplars, and respond to principled leaders” (p. 364). Yet millennials, defined by 
Howe and Strauss as those born in or after 1982, may also “decisively oppose nominal 
leaders who fail to provide real direction” (p. 364).  
At the same time, in her review of empirical studies on generations and the work 
place, Twenge (2010) cautioned that many reports cited in the media that describe 
generations as having different work values “have not been verified by empirical research 
on generational differences” (p. 201). She found that generational research is hindered 
because many “studies on generational differences in work values are cross-sectional, 
with data on workers of different ages collected at one point in time” (p. 202). At the 
same time, Twenge concluded in this same review that “there are definitely some 
meaningful differences among the generations” (p. 209), but leaders should “treat 
employees as individuals and not just as members of their generation” (p. 209). This 
conclusion is supported by other researchers, including Wong and colleagues (2008).  
 According to Twenge (2010) “GenX, and especially GenMe, express a weaker 
work ethic, believe that work is less central to their lives, value leisure, and see more 
freedom and work-life balance than their Boomer [those born 1946–1964] counterparts” 
(p. 204). The implication for leaders, she suggests, may be that GenX (born 1965–1981) 
and GenMe/GenY/ Millennials (described in this study as those born after 1982) workers 
“may be more difficult to motivate” (p. 208). She cautions that more research is 
warranted because, compared to “a few decades ago” (p. 204), work hours are longer. 
Therefore, the quality of school leaders and their leadership styles may be significant 
factors in retaining GenMe/GenY/Millennial teachers. 
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 Cultivating trust has been found to promote retention (Bryk & Schneider, 2002; 
Guin, 2004). Leaders engage in specific behaviors to establish trust that include 
maintaining clear expectations for staff and students, building positive relationships with 
staff members, sharing responsibility in decision-making, and implementing the school 
vision. In their study of Chicago schools, Bryk and Schneider described the significance 
of teacher-principal relations. Notably, that the decisions school leaders make impact all 
aspects of teachers’ work, including student assignments, classroom assignments, and 
instructional materials’ availability. In addition to influencing teachers’ daily work, 
“these collective decisions also signal status and personal regard within the school 
community” (p. 29). Due to their position at the bottom of the organizational hierarchy, 
teachers are particularly vulnerable when it comes to decision-making. Bryk and 
Schneider found that principals could minimize this vulnerability by frequently utilizing 
practices such as shared decision-making and consistently implementing the school 
vision. Similarly, Johnson and Birkeland (2003) found that teachers stayed in schools 
with administrators who were forward thinking. Further, these schools maintained “clear 
expectations for students, and safe, orderly environments” (p. 603). Minarik, Thornton, 
and Perreault (2003) found that principals who create positive teacher-principal 
relationships and share decision-making met teachers’ intrinsic needs. By giving 
teachers a place at the table and providing them with opportunities to be a part of the 
decision-making process, school leaders diminished some of teachers’ vulnerability. To 
summarize, leaders who are consistent, share decision-making responsibilities, 
recognize the efforts of their staff, and follow through on policies are more likely to be 
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trusted by teachers. The literature reported above shows that the teachers in these studies 
were more likely to stay in schools with effective leaders. 
 In contrast, Bryk and Schneider (2002) found that teachers held a negative view 
of school leaders who articulated a vision but whose actions did not mirror that vision. 
In addition, teachers in this study were uneasy when they perceived that teachers who 
lacked commitment or competence were not being held accountable by the principal. 
Thus, school leaders must uphold the school vision personally and consistently in order 
to be perceived as effective by teachers. 
 While administrative support and teacher trust in the administrator have been 
shown to be important, researchers note gaps in the literature on these factors. Specific 
examples include teachers’ accounts of “why administrative support is important to 
teachers and in particular what the administration does or does not do that influences a 
teacher to stay or leave” (Boyd et al., 2011, p. 329) and “what characteristics of 
principals and their management styles and characteristics predict lower turnover and 
other positive organizational outcomes” (Grissom, 2011, p. 2577). The broad concept of 
administrative support makes it difficult to isolate the specific factors of leadership that 
will keep teachers in schools. Therefore, it is necessary to take a closer look at 
leadership and the organizational characteristics that influence teachers’ decisions to 
remain in the classroom. 
 Though difficult to describe in full, the vital nature of effective school leadership 
makes it one of the major determining factors in teacher retention. Ladd (2011) suggests 
that teachers’ perception of leadership may be more significant in decisions to leave or 
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stay than student demographic characteristics. The overarching conclusion in these 
studies is that the more positive ratings of school leadership are, the more likely teachers 
are to stay at their schools (Bormann & Dowling, 2008; Boyd et al., 2011; Johnson, et al., 
2012a; Ladd, 2011). This is particularly true at the middle- and elementary-school levels 
(Ladd, 2011).  
School culture. According to the literature, the definition and concomitant 
perception of school culture is like school leadership, highly complex. School culture is 
defined by Johnson and colleagues (2012a) as “the extent to which the school 
environment is characterized by mutual trust, respect, openness, and commitment to 
student achievement” (p. 14). Deal and Peterson (1990) connect school culture to 
leadership, one influencing the other. School culture has been found to have an impact on 
teacher turnover and student achievement (Kraft, Marinell, & Lee, 2016; Johnson et al., 
2012a).  
School culture is also closely related to collegial relationships as described above. 
Bryk and Schneider (2002) discuss the significance of “social relationships” (p. 5) in the 
daily operations of schools. They found in their study of Chicago schools implementing 
the Chicago School Reform Act of 1988 that respect, trust, and caring –– their defined 
components of social relationships –– were crucial as schools embarked on executing 
large-scale reforms successfully. Moreover, the researchers likened elementary schools to 
a family. They posited that in the elementary setting: “participation in family life creates 
the deepest forms of personal meaning and identity. The quality of social exchanges that 
occur here, and how various parties understand and interpret them, are of great human 
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significance” (p.19). In a review of the literature, Johnson and colleagues (2005) 
concluded that respect between students and teachers has a direct impact on job 
satisfaction. If teachers identify the school and the members of the school community as 
family, the day-to-day experiences, or working conditions, are critical considerations. 
The importance of school culture in reform implementation is also documented in 
Bryk and Schneider’s (2002) study. The researchers described the complexity of school 
culture by depicting the interrelationships of the stakeholders who rely on one another to 
fulfill the responsibilities required of their roles so the entire system functions properly. 
Implicit in these relationships is “relational trust” (p. 20) among the stakeholders, which 
is necessary for a positive school culture. Furthermore, they found that commitment to an 
organization and its mission is the result of “the level of trust within an organization” (p. 
117).  
 Student demographics. Finally, a number of researchers have studied the link 
between student demographics and teacher turnover. In their review of the literature, 
Johnson and colleagues (2005) found that “schools with lower student achievement 
levels, higher poverty, higher rates of behavior problems, and more students of color have 
higher overall teacher mobility rates” (p. 77). While it is true that student demographics 
may be a factor in and/or predictor of teacher career intentions, recent research suggests 
that it is likely not the predominant factor. The linkage between teacher turnover and 
student demographics may be confounded by the overall notion working conditions, of 
which student demographics are a part. 
Johnson and colleagues (2012) found that “satisfaction” with working conditions 
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is more indicative of the possibility of transfer than student demographics (p. 22). They 
concluded that working conditions “are important predictors of teachers’ satisfaction and 
their career intentions, even when holding constant the demographic makeup of schools” 
(p. 18). Other studies yielded similar conclusions. For example, Loeb, Darling-
Hammond, and Luzack (2005) found in a study of teachers in California that while 
student demographics were a predictor of turnover or hiring difficulties, when “working 
conditions were added, the influence of student demographics on reported turnover and 
hiring problems is reduced” (p. 65). Included in these working conditions were the 
physical features of the school, resources, opportunities for professional development, 
and class size. Grissom (2011), in his analysis of the 2003–2004 SASS and the 2004–
2005 TFS, concluded “that elevated turnover in disadvantaged schools results in part 
from inequities in school characteristics, including the performance of the school’s 
principal and other school resources” (p. 2577). These findings are significant as 
policymakers and districts attempt to reduce teacher turnover. If it is the case that 
working conditions and student demographics are equally influential on teachers’ career 
decisions, a focus of policymakers and leaders on working conditions apart from student 
demographics may do more to retain teachers. Researchers caution, however, that 
teachers may not be able to differentiate between student demographics, discipline issues, 
and poor institutional organization when deciding to move or stay in a school. Therefore, 
the confluence of the three factors makes a conclusion regarding their individual effects 
difficult to discern (Johnson et al., 2012).  
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Teaching as a Profession  
 While working conditions play a role in teacher turnover, retention problems are 
also connected to broader changes in public perception about the definition of a career 
and the numerous career options available to potential teachers. The current notion that 
moving among organizations and careers is acceptable and even desirable creates 
challenges for school districts attempting to build and retain an effective and consistent 
teaching force (Peske, Liu, Johnson, Kauffman, & Kardos, 2001).  
Some factors that affect teacher retention are directly related to public 
perception—namely, whether or not teaching is regarded as a professional endeavor. The 
issue of professionalism and teaching is not new. In 1975 Lortie labeled teaching as “only 
partially professionalized” (p. 23) and his perception holds true today. The history of 
teaching as a short-term career and its connection to childcare, or “woman’s work,” 
contributes to this notion (Johnson & Birkeland, 2003, p. 583). Moreover, the prevalent 
sentiment in American society is that anybody can teach, and teachers are not given the 
compensation, status, and respect of other professionals (Helterbran, 2008).  
 Perceptions and status. Ingersoll and Merrill (2011) sought “to define and 
describe teaching’s occupational status” (p. 186) using characteristics that are “widely 
used indicators of professions and professionals” (p. 187). These characteristics are listed 
below followed by a brief discussion of each characteristic: 
• Credential and licensing levels 
• Induction and mentoring programs for entrants 
• Professional development support, opportunities, and participation 
• Specialization 
• Authority over decision making 
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• Compensation levels 
• Prestige and occupational social standing (p. 186) 
The authors compiled data for each characteristic, and found that in some 
indicators of professionalization, teaching was on par with other professions. In others, 
teaching was rated below other professions. Specifically, the authors found that there 
have been efforts to restrict the licenses of teachers and set higher requirements for 
entrants into teaching similar to “traditional professions” (Ingersoll & Merrill, 2012, p. 
187). However, there have also been efforts to make entry into teaching easier and to 
endorse programs with little preservice training such as Teach for America (Ingersoll & 
Merrill, 2012). With regard to induction programs, Ingersoll and Merrill (2012) found 
that they vary by length of time and quality, and that ongoing professional development 
was being provided in some form in most of the schools they studied.  
That said, according to Ingersoll and Merrill (2011), specialization and 
compensation are two areas where teaching is not on par with other professions. 
Elementary teachers do not tend to be specialized, and teaching salaries are below those 
of pilots, lawyers, college professors, and scientists. The authors focused on peer 
evaluation and peer hiring when researching authority over decision making. They found 
that there were variations in how much influence teachers had over policies.  
 The level of prestige, they concluded, was dependent on the level of teaching. The 
authors found that in the time frame of the early 1970s to the late 1980s, the status of 
elementary and secondary teaching increased in prestige, though, secondary teaching was 
found to be more prestigious than elementary teaching. Moreover, preschool and 
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kindergarten teaching decreased in prestige over time. This finding may be important to 
the current generation. Twenge (2010) found that extrinsic values as well as the need for 
status have increased from the time of Boomers to GenX.  
In a study of 50 Massachusetts teachers, only a few respondents planned to make 
teaching a lifelong career (Peske et al., 2011). While some of those surveyed were 
exploring teaching as a career, others believed they would have multiple professions 
throughout their lives. Of the latter group, teaching was the second profession of some 
who had made a mid-career switch to education. These responses “suggest that, rather 
than regarding teaching as a calling and a lifelong commitment, many new teachers—
both those who completed traditional teacher preparation programs and those who did 
not—approach teaching tentatively or conditionally” (Peske et al., 2011, p. 305). 
Potential and second-stage teachers often find that they have increased opportunities for 
recognition, compensation, and status in other lines of work. However second-stage 
teachers may not be receiving the support or career opportunities they desire. 
 In the 1990s, efforts to professionalize teaching led to the creation of professional 
communities. However, because “equal status and autonomy for all teachers continued to 
be quietly, though fiercely, guarded,” professional communities “cautiously protected the 
established culture of teaching” (Johnson et al., 2008, p. 1090). Yet, as is customary with 
trends in education reform, calls for teacher leadership have been renewed since the turn 
of the 21st century. The passage of No Child Left Behind (NCLB) in 2000 and the need 
for increased instructional capacity that followed led districts to design teaching roles that 
expand beyond the four walls of the classroom (Berg et al., 2005). These roles may or 
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may not include increases in salaries, but they do place teachers in leadership positions 
and, in some instances, allow teacher-leaders to share leadership with administrators 
(Berg et al., 2005). However, research about whether leadership roles promote retention 
is inconclusive. Berg and colleagues (2005) and Fiarman (2007) concluded that it was 
unclear whether these roles improve teacher retention. Ladd (2011) found that expanded 
roles for teachers were not a factor for elementary teachers in their career decisions. In 
contrast, Johnson and colleagues (2005) revealed at least two ways differentiated teacher 
leadership roles influence retention: first, those who are less experienced may perceive 
the roles as a promising, future opportunity and thus decide to remain in schools and the 
profession; second, teachers who hold the roles may experience heightened job 
satisfaction and increased retention (p. 93).  
 Career stages. Along with working conditions, linking the career trajectory of 
teaching to teacher retention and job satisfaction is not new. In his landmark study of 160 
Swiss teachers, Huberman (1993) sought to understand the professional life cycle of 
teachers. His work summarizes and presents a schematic model of teachers’ careers based 
on his review of the literature and continues to be integral to the current research on 
second-stage teachers. The career stages Huberman outlines do not necessarily occur in 
sequential order, but they offer a conceptual model in which to situate a study of second-
stage teachers. Huberman found that beyond the novice years, a teacher enters the 
“stabilization phase,” which generally occurs between 4–6 years. The next phase, 
“experimentation and diversification,” generally occurs during 7–18 years; therefore, 
second-stage teachers, as defined in the current study, fall into the “stabilization phase” 
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and the early years of the “experimentation and diversification phase.” During the 
“stabilization phase” teachers have professional status and are committed. Huberman 
found that teachers in this stage experienced “autonomy” and have achieved 
“pedagogical mastery.” During this phase, “one comes to feel independent, while also 
joining a guild of colleagues” (p. 6). As teachers move to the “experimentation and 
diversification phase” they may follow different pathways within their teaching careers. 
One such pathway could take them out of the classroom and into administration or 
another position where they have greater responsibility and authority. Alternatively, a 
teacher may improve upon and take risks with instruction, curriculum, and assessment. A 
teacher may also take a reform-minded stance and seek to influence policies that impact 
instruction. Lastly, a teacher may choose to leave the classroom in the quest for new 
opportunities and challenges.  
The professional life cycle of teachers described by Huberman continues to hold 
true today. More recent studies draw from Huberman’s (1993) stages to describe the 
paths taken by individuals in the teaching profession. Typically, would-be teachers 
follow a specific path: they attend a preparation program that includes comprehensive 
and time-consuming coursework (Peske et al., 2001), complete a student teaching 
assignment, and enter the classroom as a novice teacher. Once in the classroom, paths 
vary somewhat: some leave the classroom permanently or temporarily, and some move 
into administration or “keep one foot in the classroom” while acting as a department 
chair, coach, mentor, or teacher-leader (Coggshall et al., 2009). Teachers can also leave 
their classrooms and take on leadership roles that contribute to the greater school 
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community. Feiman-Nemser (2001) explains that, once teachers move beyond the novice 
stage, they typically are able to improve and enrich their instructional practice. 
Nonetheless, if an individual embarks on a classroom teaching career and stays in the 
classroom, the work will remain relatively consistent year to year (Peske et al., 2001). 
Cochran-Smith (2004) concluded, “staying needs to include a variety of career 
trajectories with multiple avenues for leadership roles and advancement during the career 
span” (p. 391). Furthermore, Johnson and her colleagues (2005) suggest that if teaching 
offered more occasions for teachers to advance in their careers, more young people would 
view teaching as a viable career option, and those in the classroom would remain there 
longer. There have been multiple attempts to create leadership roles for classroom 
teachers, some of which allow them to stay in the classroom while taking on additional 
responsibilities, including as noted, serving as mentors, team leaders, curriculum 
developers, and members of committees that influence school and/or district decisions. 
Figure 2 (below) illustrates the stages of teachers’ careers informed by the literature 
(Coggshall et al., 2009; Huberman, 1989; 1993; Johnson et al., 2005; Peske, et al., 2001). 
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Fiqure 2. Stages of Teachers’ Careers 
 
 
Teachers enter the classroom and in most cases achieve professional status after three 
years. It is during the years of professional status that teachers may think that their job is 
secure; it is also the time when teachers may look for other opportunities to contribute to 
the greater school community outside of the walls of the classroom. The last row of the 
figure illustrates the three main career options for second stage teachers. A number of 
qualitative studies have researched the needs of second-stage teachers who remain in the 
classroom. A discussion of those studies follows. 
 Second-stage teachers and career advancement. The Project on the Next 
Generation of Teachers (PNGT) has conducted a number of qualitative studies of second-
stage teachers and found that these teachers need support, recognition, and differentiated 
Career	entry:	Novice		(1-3	Years)	
Leave	the	Classroom	
Stabilization/Experimentation	&	DiversiIication:	Second-Stage		(4-9	Years)	
Administration/	Leadership	Role	(Mentor,	Department	Head,	Coach,	Teacher	Leader)	Remain	in	the	Classroom	
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learning experiences in order to feel engaged and, consequently, remain in the classroom. 
Researchers have found that second-stage teachers wanted a balance between structure 
and autonomy (Kirkpatrick, 2007; Szczesiul, 2007). Due to high-stakes accountability 
and state testing, the teachers studied by Szczesiul did not want to make curriculum and 
instruction decisions independently but relied on the district leaders, school 
administrators, and their colleagues as well as their own knowledge to make these 
decisions. At the same time, they did want a voice in how state and district initiatives 
were implemented in their classrooms. Similarly, the teachers interviewed for PNGT did 
not want to work in isolation; rather, they preferred to collaborate with their colleagues.  
 In a later, similar study, Kirkpatrick (2009) posited that differentiated leadership 
opportunities for experienced teachers may encourage collaboration. Taking into 
consideration the “needs and skills of teachers at various stages of their careers” (p. 107) 
may facilitate teacher motivation and engagement. Important exceptions are policies for 
leadership positions that are undifferentiated and fail to take experience into 
consideration, which “may do more to discourage engagement among some teachers than 
encourage it” (p. 119). In order to satisfy teachers’ desire for advancement, research 
suggests that teachers’ professional development should be differentiated based on the 
stage of their career (Charner-Laird, 2007), and that professional development “may play 
a significant role in mitigating these high rates of attrition” (Eros, 2011, p. 6). Likewise, 
then, Donaldson (2005) found that second-stage teachers’ career development played a 
role in their decision to remain in teaching, and that the school was integral in fostering 
or preventing this development.  
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Conclusion 
Teacher turnover is the result of factors internal to the school environment as well 
as external societal factors. Teacher turnover can be linked to teachers’ perceptions of 
their working conditions, the most significant of which is school leadership. Additionally, 
as teachers move through their careers, their professional needs change, and when those 
needs are not being met, teachers may leave their schools. Lastly, the status of teaching as 
a profession and the public perception of a career may have an impact not only on 
decisions to enter the classroom, but also on how long teachers stay there. Given the 
above research findings, addressing the working conditions in schools, along with 
creating opportunities for professional growth, may encourage teachers to stay in the 
classroom.  
 Bormann and Dowling (2008) suggest that if it is known which teachers leave and 
why, policymakers can “invest in initiatives that target the teachers most at risk for 
quitting and that help ameliorate the conditions that appear most salient in teachers’ quit 
decisions” (p. 370). Consequently, knowing which teachers stay and why could also 
provide policymakers with data that inform decisions about initiatives to promote 
conditions that keep teachers in the classroom. To learn how to prevent turnover among 
second-stage teachers it is necessary to explore how these teachers make career decisions 
and what factors carry the most weight in these decisions. In the following chapter the 
mixed methods used to explore elementary teachers’ immediate professional plans, the 
teaching conditions that affect those plans, and the factors that influence career decisions 
are discussed. 
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CHAPTER 3: METHODS 
 Previous research focusing solely on second-stage teachers is largely comprised 
of qualitative studies. The present study built upon those previous qualitative studies as 
well as quantitative research to investigate ways to retain second-stage teachers with 
attention to a variety of factors that affect retention. Moreover, few researchers have 
disaggregated years of experience and took school level into account as this mixed 
methods study did, focusing specifically on elementary teachers.  
According to Creswell (2014), a mixed methods study “provides a stronger 
understanding of the problem or question” (p. 25) than a solely quantitative or qualitative 
study. Specifically, “the third research methodological or research paradigm” (Johnson, 
Onwuegbuzie, & Turner, 2007 p. 129) gives value to both the quantitative and qualitative 
data and “often will provide the most informative, complete, balanced, and useful 
research results.” (p. 129). Moreover, according to Morse (1991), an advantage of mixed 
methods research that uses quantitative and qualitative methods concurrently, or 
simultaneous triangulation, is that “the findings complement one another at the end of the 
study” (p. 120). In this study, a Convergent Parallel Mixed Methods approach (Creswell, 
2014) was used to gain a more comprehensive understanding of the specific conditions 
and practices that influence elementary second-stage teachers’ professional plans. Using 
a Convergent Parallel Mixed Methods approach “a researcher collects both quantitative 
and qualitative data, analyzes them separately, and then compares the results to see if the 
findings confirm or disconfirm each other.” (p. 219). 
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 This mixed methods study was conducted in two phases. In the first phase the 
researcher analyzed the 2014 Teaching Empowering Leading and Learning 
Massachusetts (TELL Mass) (2014) statewide survey results of teaching and learning 
conditions to yield quantitative data that provided information regarding the teaching and 
learning conditions that are associated with teachers’ immediate professional plans. The 
collected quantitative data were analyzed to answer the following two questions: 
1. How do elementary second-stage teachers (4–10 years of experience) describe 
 their immediate professional plans? How do these professional plans compare to 
 those of novice (1–3 years of experience) and veteran teachers (11 or more years 
 of experience)?  
2. What teaching and working conditions are associated with elementary second-
 stage teachers’ immediate professional plans? Do associations vary across 
 second-stage teachers, novices, and veterans? 
In the second phase the researcher conducted and analyzed interviews with 15 elementary 
second-stage teachers. A confidential questionnaire completed by the teachers provided 
background and demographic information. Each second-phase source yielded qualitative 
data to answer the third research question: 
3. How do second-stage teachers report making career decisions, and what factors 
 influence those decisions?  
The combined results provide a more comprehensive understanding of the specific 
conditions and practices that influence elementary second-stage teachers’ professional 
plans, particularly the reasons they choose to stay in the classroom.  
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Phase 1: Analysis of the 2014 TELL Mass Survey 
 Data source. The TELL survey that includes TELL Mass (2014) is used in 
several states and “provides data to schools and the district about whether educators have 
the supportive school environments necessary for them to be successful with students and 
remain in the classroom” (New Teacher Center, NTC, 2013, p. 1). The web-based survey 
yields information on eight teaching and learning conditions: Time, Facilities and 
Resources, Community Support and Involvement, Managing Student Conduct, Teacher 
Leadership, School Leadership, Professional Development, and Instructional Practices 
and Support. The voluntary, confidential, and anonymous survey was offered to every 
licensed educator in all districts in Massachusetts in 2012 and 2014. The data are made 
available publicly and for building and district use if a school had at least a 50% 
participation rate and more than 5 respondents (Chester, 2013). Districts are encouraged 
to use the data to inform school improvement (UMass, 2014).  
 The TELL Mass (2014) was administered in 2012 and early in 2014 to licensed 
public school educators across the Commonwealth (Chester, 2013). According to the 
TELL Mass website (2014), over 38,000 (48%) of those eligible participated in the 2014 
survey, of whom 33,854 (88.5%) were teachers. The teacher classification on the TELL 
Mass includes “instructional coaches, department heads, vocational, literacy specialists, 
etc.” (TELL Mass, 2014, p. 1). Of the 36,126 elementary educators in the state, 18,002 
(49.9%) responded. Previous studies (Johnson, et al, 2012; Ladd, 2011) examined the 
responses of all teachers; this study sought to isolate those conditions unique to 
 	
36 
elementary school teachers. The survey has been both internally and externally analyzed 
and was found to be valid and reliable (NTC, 2014).  
 Sample. The raw data set provided by the Massachusetts Department of 
Elementary and Secondary Education (DESE) included responses from different types of 
schools at various levels. Excluded by the researcher were data drawn from middle and 
high schools; charter school districts; vocational, technical, educational collaborative and 
consortia; alternative schools; and early childhood centers that served only pre-
kindergarten (PK) populations because these data did not pertain to the three research 
questions. Every effort was made to eliminate these schools, but PK–8 schools were 
included as they are classified as elementary schools in the TELL Mass (2014). The 
researcher used 2014 DESE school and district profiles to verify the grades served by 
each school.  
 The 2014 TELL Mass data were collected from elementary, non-charter public 
school teachers, administrators, and educational professionals classified as a school 
counselor, school psychologist, or social worker. These responses were exported to Stata, 
and only teachers’ responses were retained. As defined by the survey, teachers include 
instructional coaches, department heads, vocational educators, literacy specialists, and 
others. This process yielded the responses of 15,431. 
 Analysis. The data were disaggregated based on teachers’ self reported years of 
experience: 1–3, 4–10, 11 or more years (Q1.2.): How many total years have you been 
employed as an educator? 
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 Variables. The primary focus of the study was teachers’ immediate professional 
plans. First, in order to examine teachers’ plans, responses to the question: “Which of the 
following best describes your immediate professional plans?” (Q10.1.) were used. 
Respondents’ choices were: continue teaching at my current school, continue teaching in 
this district but leave this school, continue teaching in this state but leave this district, 
continue working in education but pursue an administrative position, continue working in 
education but pursue a non-administrative position, and leave education entirely. 
Johnson and colleagues (2012) classified the responses in their study into three categories 
consistent with the literature: “stayers,” “movers,” and “leavers” (p. 11). This 
classification system was used in this study (see figure 3). A second variable used was 
teachers’ self-reported years of experience using the responses from (Q1.2.): How many 
total years have you been employed as an educator? A third variable was educators’ 
responses to the question, (Q10.3.) “Which aspect of your teaching conditions most 
affects your willingness to keep teaching at your school?”  
  Figure 3 (below) presents a summary of these variables. The column labeled 
Descriptors are the TELL Mass survey response options; while the column labeled 
Operationalization shows adaptations of these response options as utilized in this study.  
  
 	
38 
Figure 3. Survey Items and Descriptors, and Operationalization  
Item on Survey Descriptors Operationalization 
10.1. Which of the 
following best 
describes your 
immediate 
professional plans?  
• Continue teaching at my 
current school 
• Continue teaching in this 
district but leave this 
school 
• Continue teaching in this 
state but leave this district 
• Continue working in 
education but pursue an 
administrative position 
• Continue working in 
education but pursue a 
non-administrative position 
• Leave education entirely 
• Stayer 
 
• Mover 
 
 
• Mover 
 
• Leaver 
 
 
• Leaver 
 
 
• Leaver 
1.3. How many total 
year have you been 
employed as an 
educator? 
• First year 
• 2–3 Years 
• 4–6 Years 
• 7–10 Years 
• 11–20 Years 
• 20+ Years 
• 1–3 years (novice) 
• 4–10 years (second-stage) 
• 11–20+ Years (veteran) 
10.3. Which aspect 
of your teaching 
conditions most 
affects your 
willingness to keep 
teaching at your 
school? 
• Time during the work day 
• Facilities and resources 
• Community support and 
involvement 
• Managing student conduct 
• Teacher leadership 
• School  
leadership 
• Professional development 
• Instructional practices and 
support 
• Time during the work day 
• Facilities and resources 
• Community support and 
involvement 
• Managing student conduct 
• Teacher leadership 
• School 
leadership 
• Professional development 
• Instructional practices and 
support 
 
 Data analysis. To answer Research Questions 1 and 2 (listed below), a 
descriptive analysis of the data was conducted, using the data analysis and statistical 
software, Stata13. The analysis yielded descriptive statistics of the distribution of all 
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variables. Using these data, the researcher compared the percentage of respondents who 
identified as novice, second-stage and veteran teachers, and compared the responses to 
important survey items across groups.  
  Research Question 1: How do elementary second-stage teachers (4–10 years of 
 experience) describe their immediate professional plans? How do these 
 professional plans compare to those of novice (1–3 years of experience) and 
 veteran teachers (11 or more years of experience)?  
 Research Question 2: What teaching and working conditions are associated with 
 elementary second-stage teachers’ immediate professional plans? Do
 associations vary across second-stage teachers, novices, and veterans?  
Phase 2: Interviews 
In order to answer Research Question 3—How do second-stage teachers report 
making career decisions, and what factors influence those decisions?—the researcher 
conducted and analyzed interviews with 15 elementary second-stage teachers. A 
confidential questionnaire (Appendix A) completed by the teachers provided background 
and demographic information.  
 Participants. Based on the precedent of previous studies, the researcher sought to 
interview between 15 and 20 teachers who were diverse in race, age, and gender. Over 40 
teachers were contacted; however, the final group was comprised of only Caucasians, 12 
females and 3 males, and the age range was 27–57 years. They were all second-stage full-
time elementary urban public school classroom teachers. For some, teaching was a 
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second or third career. This is a limitation since career-changers might make decisions 
differently from first-career teachers.  
 The group represented five elementary schools in three urban districts in the 
greater Boston area. These districts serve a high percentage of high needs students 
including economically disadvantaged and English Language Learners (ELL) students. 
At the time of the interviews the three districts had similar accountability, assessment, 
and assistance levels––two districts were designated Level 3 and one district Level 2. The 
districts are members of a consortium that allows them to share resources and curriculum. 
 After the researcher spoke to district leaders, teachers were recruited from these 
three districts. A number of methods were used (see Appendix B). For example, a district 
leader emailed principals, or the building leader emailed teachers to elicit their interest in 
the study. In another case the building leader provided the researcher with the names of 
teachers who were eligible for the study. The researcher also recruited teachers at staff 
meetings and through other participants.  
Table 1 (below) presents participant demographic data. All names are pseudonyms to 
ensure confidentiality. 
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Table 1: Teacher Demographics 
 
Name Gender Race Age Years  Grade1  Short Term  Long Term Goal 2016–2017  
James  
Teresa  
M 
F 
C 
C 
36–40 
50+ 
10 
10 
Upper  
Lower/SEI2 
Administration 
Classroom 
Administration 
Classroom 
Classroom 
Classroom  
Heather  F C 25–34 9 Upper/SEI ELL Coach  ELL Coach 
Kara  F C 35–44 9 Lower Classroom  Classroom 
Rachel  F C 25–34 9 Lower Classroom Classroom Classroom 
Abby  
Sarah  
Casey  
Sally  
Andrea  
Erin  
Hillary  
Jonathan  
Judson  
Hastings  
F 
F 
F 
F 
F 
F 
F 
M 
M 
F 
C 
C 
C 
C 
C 
C 
C 
C 
C 
C 
25–34 
25–34 
25–34 
25–34 
25–34 
25–34 
35–44 
25–34 
35–44 
25–34 
8 
8 
7 
7 
7 
6 
5 
5 
5 
4 
Lower 
Upper/Inclusion3 
Upper 
Upper/Inclusion 
Upper 
Upper 
Upper 
Upper 
Upper 
Lower 
Classroom 
Classroom 
Classroom 
Classroom 
Leave  
Classroom 
Classroom 
Classroom 
Classroom 
Classroom 
 
Classroom/Coach 
 
Administration 
 
Classroom 
Classroom 
Classroom 
Classroom 
Coach 
Classroom 
Classroom 
Classroom 
Classroom 
Classroom 
Total 15         
Where long-term career plans are omitted no long-term plans were stated	
																																								 																					
1 Lower elementary: Kindergarten–Grade 2; Upper elementary: Grade 3–Grade 5 
 
2 Sheltered English Immersion 
 
3 Co-taught model: Regular education teacher and special education teacher	
 	
42 
Data source. The second phase of this study sought to elicit detailed information 
from a subset of second-stage elementary teachers about how they make career decisions 
and what factors influence those decisions. This phase provided a better understanding of 
the “events, situations, experiences, and actions” (Maxwell, 2005, p. 22) that influence 
second-stage teachers at these particular schools to stay in the classroom. Furthermore, by 
conducting a qualitative study of second-stage teachers, “unanticipated phenomena and 
influences” (p. 22) were identified, adding information that could not be derived from 
survey results.  
  Seventeen interviews were scheduled, and 15 were conducted from October 2015 
through September 2016. This time frame allowed teachers to describe experiences that 
occurred at different points in the school year. Participants signed a consent form prior to 
being interviewed (Appendix C). The interviews were semi-structured, individual, face-
to-face, and recorded by the researcher. An interview protocol (see Appendix D) was 
developed based on the constructs associated with the survey and the literature (Johnson, 
et al., 2012; Ladd, 2011; TELL Mass, 2014) that informed this study. Prior to use, the 
interview protocol was pilot tested in order to assess clarity. Pilot testing was conducted 
with individuals who resembled the population to be studied and revised accordingly 
(Hennink, Hutter, & Bailey, 2012; Maxwell, 2005). The interviews took place at a 
participant’s school or at a location suggested by the participant. Interviews were 
recorded using an iPhone, uploaded, and transcribed verbatim by a transcription service. 
All personal information about the participants was stored in a secure location and 
recordings were downloaded without personal identifiers. As suggested by Hennink and 
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colleagues, data analysis was conducted during and after each interview. 
Analysis. In order to answer Research Question 3: How do second-stage teachers 
report making career decisions, and what factors influence those decisions? the researcher 
followed the steps of thematic analysis outlined by Braun and Clarke (2006). Data 
analysis was conducted during and after each interview. Once an interview was 
transcribed the transcripts were read and analyzed. The researcher completed an initial 
read and made notes related to themes and codes and listed questions. When the 
researcher had transcribed all 15 interviews, she familiarized herself with the data and 
conducted a theoretical thematic analysis (Braun & Clarke, 2006) of the interview 
transcripts. After the data were organized by patterns and summarized, the researcher 
determined how the patterns were related and created an initial list of codes that related to 
the research question.  
 After an initial reading of the data, over 30 codes emerged, all consistent with the 
themes in the literature: teacher retention, teachers’ careers, working conditions, and 
second-stage teachers. Once all the data were coded, the researcher copied and pasted the 
data into a series of documents based on the codes; in some instances, data were placed 
under multiple codes. After the data were coded, the researcher looked for themes. A 
theme was identified if the data included “something important in relation to the overall 
research question” (Braun & Clarke, 2006, p. 10). A thematic map was created to show 
how the themes were related (see Figure 4).  
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Figure 4. Thematic Map A 
 
 
 Upon further analysis the themes were refined, and some were either combined or 
discarded. In the thematic map that follows (see Figure 5) the themes were named to 
reflect the foci of the study.  
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Figure 5. Thematic Map B 
 
Threats to Validity 
 There are two main threats to validity in this mixed methods study. First is 
researcher bias. The researcher was a second-stage teacher when she left the classroom 
and has an interest in career and professional development opportunities for teachers. 
Prior to the start of the study the researcher composed a “researcher identity memo” 
(Maxwell, 2013, p. 32), in order to reflect on researcher biases, background, goals, 
assumptions, and experiences (see Appendix E). This memo was referenced as the 
researcher completed the study to remind her of her biases and to focus on the data, not 
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her own experiences. 
 A second threat to validity is reactivity or the “influence of the researcher on the 
setting or individual studied” (Maxwell, 2013, p. 124). The researcher is an administrator 
in one of the districts studied. In order to control for this threat, the researcher introduced 
herself as a researcher, not as an employee of the district. In addition, she described the 
means by which confidentiality would be ensured (Creswell & Miller, 2010).  
Summary 
 This mixed method study sought to build upon previous quantitative and 
qualitative studies and was conducted in two phases. The TELL Mass (2014) statewide 
survey results were analyzed using Stata and yielded descriptive data to answer the 
following questions: (1) How do elementary second-stage teachers (4–10 years of 
experience) describe their immediate professional plans? How do these professional plans 
compare to those of novice (1–3 years of experience) and veteran teachers (11 or more 
years of experience)? (2) What teaching and working conditions are associated with 
elementary second-stage teachers’ immediate professional plans? Do associations vary 
across second-stage teachers, novices, and veterans? In addition, interview data and a 
confidential questionnaire were used to answer the question, (3) How do second-stage 
teachers report making career decisions, and what factors influence those decisions? The 
results were analyzed individually and then combined (Creswell, 2014). The findings are 
reported in the following chapter. 
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CHAPTER 4: RESEARCH FINDINGS 
 This mixed methods study was conducted in two phases. In the first phase the 
researcher analyzed the 2014 Teaching Empowering Leading and Learning 
Massachusetts (TELL MASS) statewide survey results of teaching and learning 
conditions to yield quantitative data regarding the teaching and learning conditions 
associated with teachers’ immediate professional plans. The collected quantitative data 
were analyzed to answer Research Questions 1 and 2.  
In the second phase the researcher conducted and analyzed interviews with 15 
elementary second-stage teachers. A confidential questionnaire completed by the teachers 
provided background and demographic information. Each second-phase teacher source 
yielded qualitative data that were used to answer Research Question 3. The combined 
findings reported in this chapter provide a more comprehensive understanding of the 
specific conditions and practices that influence elementary second-stage teachers’ 
professional plans, particularly the reasons they chose to stay or leave the classroom. A 
discussion of the main findings, possible implications, and limitations will be presented 
in Chapter 5. 
Phase 1: Analysis of the 2014 TELL Mass Survey 
Phase 1 involved analysis of the 2014 TELL Mass Survey using STATA13 to answer 
Research Questions 1 and 2. 
  Research Question 1. How do elementary second-stage teachers (4–10 years of 
 experience) describe their immediate professional plans? How do these 
 professional plans compare to those of novice (1–3 years of experience) and 
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 veteran teachers (11 or more years of experience)?  
 Table 2 (below) shows the distribution of survey respondents by years of 
experience. The majority of respondents (61.55%) had 11+ years of experience, while the 
lowest number of respondents (10.58%) were in their first three years of teaching. 
Teachers in the second-stage, 4–10 years of experience, comprised the second highest 
percentage of respondents (27.87%). Close to 90% of the respondents had 4+ years of 
experience, suggesting that novice teachers were less likely to respond to the survey. 
Table 2 
 Respondents’ Experience 
 
Number of Years  Frequency Percent 
1–3  1,626 10.58 
4–10  4,285 27.87 
11+  9,463 61.55 
Total 15,374 100.00  
 
 Table 3 (below) compares the immediate professional plans of the respondents by 
years of experience. The majority of respondents (87.15%), regardless of years of 
experience, reported that they intended to stay. There were minimal differences between 
the percentage of movers (6.84%) and leavers (6.01%). The percentage of elementary 
teachers who planned to stay was relatively the same across all experience bands; 85.45% 
of second-stage teachers responded that they planned to stay, and the percentage 
increased somewhat, to 87.64%, for teachers with 11+ years of experience. The largest 
percentage of teachers who planned to stay (88.82%) had 1–3 years of experience. These 
results are statistically significant because of the sample size but not meaningful because 
there was little variation among novice, second-stage, and veteran teachers. This may 
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suggest that those who plan to stay were more likely to take the voluntary survey.  
 Among movers and leavers there was a bit more variation across experience 
bands. The percentage of respondents who planned to move decreased as years of 
experience increased. While the percentage of movers decreased from novice teachers to 
second-stage teachers, the decrease was low in comparison to the decrease from second-
stage teachers to veterans. The greatest difference was between novice (9.08%) and 
veterans (5.71%) who planned to move to another school or another district. This may 
suggest that when contemplating moving, second-stage teachers and novices are more 
similar than second-stage teachers and veterans. The finding that veterans are less likely 
to move to another school or district is expected as attrition rates tend to decline after 10 
years (Kirkpatrick, 2009). 
 Conversely, the percentage of elementary teachers who responded that they 
planned on leaving increased as years of experience increased. Among leavers, the 
percentage of elementary second-stage teachers (6.07%) and veterans (6.65%) were more 
similar, and the percentage of novice teachers was low at 2.10%. It cannot be known if 
those with 11+ years of experience were planning to retire. Nevertheless, the percentage 
of movers and leavers was low when compared to the percentage of stayers across all 
experience bands.  
 When the percentage of both movers and leavers were considered together, the 
percentage of second-stage teachers (14.55%) was the highest and novice teachers 
(11.18%) was the lowest.    
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Table 3  
Years of Experience and Reported Immediate Professional Plans 
 
Immediate Professional 
Plans 
1–3 
years 
N=1,626 
4–10 
years 
N=4,269 
11+ 
years 
N=9,415 
Total 
 
N=15,303 
Stay 
N=13,337 
88.82 85.64 87.64 87.15 
Move 
N=1,047 
9.08 8.48 5.71 6.84 
Leave 
N=919 
2.10 6.07 6.65 6.01 
Total 100.00 100.00 100.00 100.00 
 
The answers to the second research question follow.  
 Research Question 2. What teaching and working conditions are associated with 
 elementary second-stage teachers’ immediate professional plans? Do
 associations vary across second-stage teachers, novices, and veterans? 
 Table 4 (below) summarizes the Teaching Conditions That Most Affect 
Respondents Willingness to Stay at Their School. Taken collectively, the highest 
percentage of teachers (25.7%) chose school leadership as the most important teaching 
condition that affects their willingness to stay at their school. A smaller percentage 
(22.68%) identified instructional practices and support as an important condition. 
Overall, the least important condition affecting teachers’ willingness to stay at their 
school was professional development (1.84%). Furthermore, the percentage of teachers 
who identified managing student conduct (4.69%) was also low. There was little 
difference between the percentage of teachers who identified time during the work day 
(13.16%) and Teacher leadership (13.60%) as the condition that most affects their 
willingness to stay at their school. 
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Table 4 
Teaching Conditions That Most Affect Respondents’ Willingness to Stay at Their School 
 
Teaching Conditions Frequency Percent 
Time during the work day 1,960 13.16 
Facilities and resources 
Community support and involvement 
Managing student conduct 
Teacher leadership 
School leadership 
Professional development 
Instructional practices and support 
1,549 
1,184 
698 
2,026 
3,828 
274 
3,378 
10.40 
7.95 
4.69 
13.60 
25.70 
1.84 
22.68 
Total 14,897 100.00 
 
 Table 5 (below) summarizes the Teaching Conditions That Most Affect 
Respondents Willingness to Stay at Their School by Years of Experience. Teaching 
conditions identified as important varied very little across the three bands. Consistent 
with the overall sample, school leadership (25.43%) emerged as the most important 
teaching condition that affects second-stage teachers’ decisions to stay at their school. 
Instructional practices and support was also important to second-stage teachers; 20.53% 
of second-stage teachers identified this condition as one that affects career decisions. The 
remaining conditions were less meaningful to second-stage teachers with only a very 
small percentage, 1.94%, choosing professional development. 
 Consistent with teachers in the second-stage novices, and veterans also identified 
school leadership as the most important teaching condition. The percentages of teachers 
citing school leadership as the most important condition increased only slightly with 
years of experience, suggesting that this condition carries a similar amount of importance 
across experience bands. Yet, the percentages of second-stage (25.43%) and veteran 
(26.13%) teachers were more closely matched to each other than to the percentage of 
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novice teachers (23.71%).  
  At rates similar to those of second-stage teachers, veteran and novice teachers 
identified instructional practices and support as a teaching condition that most affects 
their willingness to stay at their school. Within this condition, the percentage of novices 
(23.78%) was more closely aligned with veterans (23.44%) than with second-stage 
teachers (20.53%). This is the largest discrepancy between novice and second-stage 
teachers and between second-stage teachers and veterans among all the conditions.  
 Analyzing the other conditions, the percentage of second-stage teachers who 
chose time during the work day and teacher leadership was higher than both novices and 
veterans. The difference in the percentages of novice and second-stage teachers for the 
condition time during the work day is the second largest among all conditions. Yet, the 
percentage of second-stage teachers and veterans who identified this condition as 
important were comparable. Likewise, within the condition of teacher leadership the 
percentage of second-stage teachers (14.25%) who chose this condition is closer to the 
percentage of veteran teachers (13.60%) who chose this condition than to novice teachers 
(12.23%). This suggests that second-stage teachers and veterans hold similar views on 
these conditions.  
 As shown in Table 5 (below), the percentage of novice and second-stage teachers 
who responded that community support and involvement was more important than any 
other condition was higher and more comparable to novice teachers than to veterans. 
Facilities and resources were flat across experience levels and the percentage of teachers 
identifying managing student conduct as a condition that affects their willingness to stay 
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at their school decreased as experience increased as did professional development. 
However, professional development was identified by only 2.89% of novices, whereas 
managing student conduct was identified by 6.84% of novices. 
Table 5  
Teaching Conditions That Most Affect Respondents’ Willingness to Stay at Their School 
by Years of Experience 
 
Teaching Conditions Years 
1–3 
N=1,619 
 
4–10 
N=4,169 
 
11+ 
N=9,081 
Total 
 
N=14,844 
Time during the work day 11.48 14.10 13.02 13.16 
Facilities and resources 10.66 10.36 10.37 10.40 
Community support and  
involvement 
8.41 8.66 7.55 7.96 
  
Managing student conduct 6.84 4.73 4.27 4.68 
Teacher leadership 12.23 14.25 13.60 13.64 
School leadership 23.71 25.43 26.13 25.87 
Professional development 2.89 1.94 1.61 1.84 
Instructional practices and 
support 
23.78 20.53 23.44 22.66 
Total 100.00 100.00 100.00 100.00 
 
 Across many of the conditions –– time during the work day, managing student 
conduct, teacher leadership, school leadership, and professional development –– the 
percentages of second-stage teachers and veterans who view these conditions as among 
those that affect their willingness to stay at their school were more comparable than the 
percentage of responses of novice teachers. This may suggest that second-stage teachers 
and veterans prioritize teaching conditions in a similar manner. At the same time, there 
was very little variation by experience level in the data in Table 3 and Table 5. The 
qualitative interviews and confidential questionnaire used to answer question 3 explore in 
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more detail the teaching and working conditions that influence second-stage teachers’ 
career decisions. 
Phase 2: Interviews 
 Phase 2 involved analysis of qualitative data to yield responses to Research 
Question 3: How do elementary second-stage teachers report making career decisions and 
what factors influence those decisions? Interviews were conducted with 15 teachers, 12 
females and 3 males, ages 27 to 57. They were all second-stage full-time elementary 
urban public school classroom teachers with 4–10 years of experience. Eleven were first- 
career teachers and 4 were second- or third-career teachers. As reported, the group 
represented five elementary schools in three urban districts in the greater Boston area. 
These districts serve a high percentage of high needs students including economically 
disadvantaged students and English Language Learners (EL’s). At the time of the 
interviews the three districts had similar state accountability, assessment, and assistance 
levels––two districts were designated Level 3 and one district Level 2. The districts are 
members of a consortium that allows them to share resources and curriculum. Teachers 
were recruited from these three districts by a number of different methods.  
 The results are presented within the three major themes that emerged in the 
analysis of the interviews: Students, Colleagues, and School and District Leaders. 
 Theme One: Students. In all 15 interviews students emerged as a major factor in 
career decisions. The subthemes that materialized were relationships with students and 
the challenges and rewards of working with diverse populations. Thirteen teachers 
reported that students were not a reason to leave or move; even when describing the 
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challenges in their districts, all 15 teachers expressed commitment to the student 
population. The following comments from three teachers are illustrative: 
 Judson: I’ve always done it for the kids.  
 Jonathan: Definitely the students – that’s the No. 1.  
 Sarah: So, I think my reasons [for staying in the classroom] have evolved, but is 
 based in loving children. 
Four teachers said that they only considered teaching in an urban district. Rachel (all 
teacher and school names are pseudonyms), a lower elementary teacher, stated: 
 I think working in Bowling has changed me, like as a person. I mean, I’m glad I 
 didn’t go somewhere else. I knew that when I did education, when I got into 
 education, I never wanted to be in the suburbs. 
James, an upper elementary teacher, identified the challenges of teaching in an urban 
district as a major factor in his decisions about where to work. 
 I think Bowling is a good place to work and I think it’s challenging and I don’t 
 think it’s boring. Like I go to see my kids’ schools, and it seems like there’s no 
 passion or anything. The kids are all gonna do fine. The kids are gonna be Level 
 4 [on PARCC] as there wouldn’t be any challenge to teach in the suburbs. I felt 
 like even in Morton it was like a conveyor belt. Like they came to second grade 
 you dumped on the second grade stuff, and you came into third grade, and you 
 dumped on the third grade stuff, and it was no – it’s hard to teach some of these 
 kids. They have a lot of challenges at school and at home, and I think trying to 
 figure that out and be as successful as we are with those students, that’s the 
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 challenge that sort of keeps you coming back. 
Kara who had worked in the suburbs did not want to return there and liked the diversity 
and the challenge of working in her urban district.  
 However, two teachers, Abby and Heather, communicated that poor student 
conduct was a factor that influenced a decision to move or leave the classroom, yet both 
teachers remained in their schools. Prior to our interview Abby transferred to a different 
program, and for the 2016–2017 school year Heather moved into a coaching role  
 Relationships with students. Five of the teachers described how in some respects 
they were “more than just a teacher” to students. Additional roles teachers mentioned 
were coaches, role models, a mother, and a social worker. A personal connection to the 
students was important to Jonathan, an upper elementary teacher, wanting to “work with 
kids” although he had his concerns about his salary and held three jobs. Yet, he did not 
want to switch careers or attend graduate school at this time. Judson, an upper elementary 
male teacher in a female dominated school felt he had additional responsibilities to the 
male students in his school: 
 I feel like I play a different role, aside from just classroom teacher… I know that 
 they steer certain students my way that may not have male influences at home, 
 and stuff like that. And, I take that role just as seriously, if not more seriously, 
 than just the actual instructor part of it. I know a lot of them don’t have male role-
 models at home. So, a lot of these kids, it’s a lower income community. And 
 teaching just life lessons, I feel like, is super important.  
Sarah described how she entered teaching because of the students and that her reasons 
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evolved over the years. She said, “I love that I feel like I'm more than just a teacher to a 
lot of the kids.” Furthermore, she cites the students as the main reason why she is not 
leaving the classroom or her school. 
 Student conduct. The challenges of working in the classroom and student conduct 
were mentioned by three teachers as a factor in a decision to move or leave but ultimately 
these teachers reported that they decided to stay. When describing a challenging year, 
Erin, a six-year veteran, recalled her thoughts when she left for lunch: “‘Oh my god. This 
is insanity!’ And then you come back to your room, and you look at the kids in front of 
you, and you do what’s right for them. That’s kinda how we all just keep going.”  
 Abby who had a challenging class with many ELs and students on individual 
education programs (IEPs) confessed that this class led her to become “burnt out,” and 
she requested to change to the bilingual program where students were typically higher 
performing behaviorally and academically. Heather, another classroom teacher, who has 
since moved to a coach position, explained that negative student behaviors, bus issues, 
and time to plan were challenges in the classroom. She disclosed that she wanted to 
pursue a role as a coach so she would not have to make phone calls to parents and deal 
with bus issues––as a coach she could just plan lessons and teach. At the same time, the 
diverse and low-income student populations emerged as a factor for why 13 teachers 
stayed at their schools. 
 Making a difference. All the teachers interviewed mentioned that they were 
pleased to be making a difference. Because the teachers were working in urban districts 
that serve large numbers of ELLs and students designated as economically disadvantaged 
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this is a critical factor. Teachers in two of the districts commented on how school was a 
safe and positive place for their students, and that for some, it may be the best place they 
experience in the entire day. Rachel captured the essence of what others said in 
interviews: “I feel like I’m helping at least a little bit by being that one constant person 
they have every day.” Teachers described how they needed to get the students ready to 
learn each day. A theme of high expectations in light of the students’ background 
emerged. Materializing from the interviews was how working in these districts was 
“exhausting and challenging.” However, as one teacher said, “it makes me feel stronger 
… I’m positive I’m doing the right thing.” Rachel, who has taught only in her present 
district, explained that one of the reasons she stays is the growth she sees in students in 
light of how much they need socially and emotionally. She stated: 
 I’m the one giving the students what they need, really. A lot of them have lives, I 
 just, I can’t even imagine what it’s like to go home. So, when they’re here, it’s 
 everything to them. So for me, I’m so glad that I did stay and that I was able to 
 change so many kids’ lives. Because I see them now when they’re grown up and 
 it’s like, crazy. 
In addition, she said what makes her keep coming back are the former students from her 
school she sees on the playground or in the community, “It’s like eventually they’re all 
my students. I can never leave.” When she sees her former students, she feels like she did 
make a difference, not just academically but socially and emotionally as well.  
 Theme Two: Colleagues. Eleven of the participants described relationships with 
colleagues as a major factor in career decisions. Negative and positive relationships were 
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said to influence participants’ decisions to leave or stay in their respective school and/or 
positions. Colleagues were not reported as a reason to leave the profession. In two 
instances, teachers who were not happy in their position or with their grade level teams 
made the choice to move to another grade level but not to leave their school. 
  Two additional subthemes materialized as important in the interviews: social 
interactions/collegiality and grade level teams. Collectively, within these subthemes, 
participants attributed the importance of collegial relationships to a number of factors 
such as the complexity of the job, the number of people the teacher works with (e.g. a 
small team in a large school), the amount of time teachers spend with one another, the 
need to be in a supportive environment, and the opportunity for common planning 
(splitting the work among the members of the group).  
 Social Interactions/Collegiality. The positive social aspect of the school was 
described as a reason teachers stayed at their respective schools. Some teachers qualified 
this factor by noting that it was not necessary to be close friends with colleagues, while 
others liked having friends at work. Abby remarked: 
 I love coming and knowing I'm going to see my friends here and just like I 
imagine like the kids feel when they're kind of grumpy in the morning – well, I'm 
going to go see my friends. It's just nice to have other people that you like as a 
friend, but then also I feel like I've really liked the team that we've been on. …. I 
think that's huge, just being able to have people that you like to work with.  
Similarly, Rachel stated that she wouldn’t leave her school because she would be leaving 
her friends. Then again, she also described how negative social interactions, “cliques,” 
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and “drama” have made her contemplate leaving in the past.  
 Hastings reported that having friends at school with whom she interacts socially 
outside of school is an important factor in her decision to stay. Teresa, a 57-year-old 
teacher, described how some of the people she worked with were her good friends. They, 
too, socialized outside of school. She concluded, “I think if they were all gone it would 
be easier to retire.” 
 Casey, who moved to a new city and had to leave her former school, remarked 
that: 
 …one of my reasons for not wanting to leave was because I liked the people I 
 worked with so much, but the other reasons outweighed it so, I mean, it definitely 
 is a reason, but it's that other things can outweigh that 
She was referencing her long commute as the reason she left. 
 Grade level teams. Grade level colleagues were mentioned in all 15 interviews. 
Teachers reflected on how teamwork was important because they could not do the job 
alone, some acknowledging that when working in a challenging community, it was 
important to have a supportive and positive team. 
 Judson described how relationships with his colleagues influenced his career 
decisions: “I was one foot out the door after the first year here.” He described his first 
team as “set in their ways, and not only weren’t open to ideas that I had, but were almost 
resentful.” He reflected: 
 The first team I worked on, I very much felt like an outsider. Didn’t hit it off at 
 first. At the end of my first year, I pretty much said, not only to myself, but to 
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 the people I know, “If the second year goes like the first year, I’ve got to get out 
 of there.” 
He described the positive relationships on his next team, “I meshed better with the 
personalities … they kind of took me under their wing and were very open to my ideas.” 
He continued:  
I spend 90 percent of my time dealing with the four other teachers around me . . . 
If it’s miserable working with these four, then it’s not worth doing, being here 
every day and being miserable. I think it’s super, super important. 
Erin said that if she weren’t on “a high-functioning team” it would be difficult. She went 
on to explain:  
So, I think that colleagues are really, like really important, and that you get along 
with them, at least professionally. You don’t have to be best friends with them, 
but you need to be able to work together, and I feel like our team does that… 
Sarah, a fourth-grade teacher, said “I think being on such a strong team has been a huge 
reason to stay.” She added, enthusiastically,  
 I absolutely love working with the four other people on my team. That’s a huge 
 reason why my days are wonderful… [I] love how we work together and 
 collaborate and are supportive of each other, but there's also like an underlying 
 sense of humor to it all, which I think is really important when you're working in 
 a challenging community. 
Sarah emphasized the supportive team throughout her interview. When discussing the 
challenges of the job and the community, Sarah said: 
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 So I think that there's a lot of pressure that if you don’t have a good support 
 system could really get to you, and could really be a reason for you not to want to 
 come back. And I know even for me, I have a wonderful support system in school 
 and out of school, but my team and I, I think, really support each other, and it's 
 still stressful. There are still some days when you go home and you're like: how 
 much longer can I do this? Like, today was such a stress. And I've done – I know 
 that I've worked as hard as I possibly can and I'm still not reaching my goals, like 
 how much more can I do. 
Erin echoed this notion, “Oh my god, yeah. I can’t imagine doing this, do it by myself. I 
don’t think it’s possible. We work really well together.” Her team splits the work among 
the grade level team members. She reported that if she didn’t have the supportive team 
she would have considered switching grades. Sally, a member of Erin’s grade level team, 
also commented on significance of collegiality, “it’s the other teachers that support us 
and that’s why I stay here … Just listening, sharing, literally sharing ideas, not 
reinventing the wheel.” 
Hillary, an upper elementary teacher, stressed the importance of her colleagues: 
 Another thing that keeps me wanting to stay at my school is common planning 
 every day. So, my colleagues, fourth grade colleagues and we meet every day for 
 45 minutes, and we get to plan together. So, they’re very important. I’m not doing 
 the work myself. We are splitting it between each other. 
 Theme 3: District and School Leaders. District and school-based leaders were 
named as a factor in participants’ career decisions. The four subthemes that emerged 
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centered around management styles, recognition, personal relationships, and 
opportunities to contribute to the greater school community. In one instance a teacher 
made the decision to leave the classroom because of district leadership. Conversely, in all 
other interviews teachers spoke highly of administrators.  
 Management styles/administrator support. Ten teachers commented on school 
and district leadership styles as a reason for remaining in their current schools and/or 
positions. Being open minded; working for the students’ best interest; having a strong 
work ethic; and being supportive, trustworthy, and respectful were qualities used to 
describe leaders who influenced teachers’ career decisions favorably. 
  Subthemes within leadership that tended to overlap were the concepts of trust, 
feeling respected and feeling valued—the latter described by Heather as, “I very much 
have input into what I do every day in the classroom. . .They are respectful about teachers 
and their ideas.” Teachers described favorably administrators who also inquired about 
teachers’ needs either verbally or through surveys.  
 Teachers described feeling supported in the evaluation process. Respondents 
valued supportive administrators who delivered constructive criticism and asked teachers 
how they could improve their practice rather than telling them what to do. Abby 
described how she didn’t feel that if something went wrong with a lesson she would be in 
trouble or that her principal and assistant principal were looking for mistakes: 
I never feel like my job is at stake, and everyone is supportive emotionally. There 
would just be help on the actual instruction, so I just feel like nothing can really 
go wrong as long as I'm doing my job. 
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Sally described how a supportive relationship with administrators was important: 
 I think that leadership makes a huge difference. Feeling supported – by your 
 leaders and feeling like your leaders support each other is huge, and when that’s 
 not happening, it can create a negative environment – and you wanna feel positive 
 every day.  
Teachers spoke about how leaders explicitly or implicitly displayed trust in them and 
their professional abilities. Similarly, teachers reflected on how their trust in their 
administrators and administrator professionalism were factors in their career decisions. 
 Trust in the administrator was explicitly linked to support in three of the 
interviews and took different forms––access, mutual trust and respect. James described 
trust in an administrator as: 
 I think administrators are very important because if you have a weak principal 
 that’s always caving to parents, or someone that you don’t trust, or that says 
 something to your face and then says something else behind your back or does 
 something differently, I think that that would be hard to deal with.  
Mutual trust was also important in a teacher’s decision to stay at her school. Heather 
described her leader by saying: 
 He's not on a power trip, so in a way he really trusts us, and that's one of the main 
 reasons I've stayed to be honest. Is he the perfect principal? No. There’s areas of 
 weakness for him too.  
Hillary described how mutual respect between teachers and administrators was crucial:  
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 [The reason] I wanna stay at my school in particular is the administration. Just 
 they’re so – they play the big role in like why I continued with teaching, because 
 they’re so open and they’re very respectful about teachers and their ideas, and 
 that’s huge.  
 Recognition. Being recognized either privately or publicly by school and district 
leaders was a theme in the interview data. Recognition for doing a good job, taking risks, 
or contributing to the greater school community was mentioned as a factor in career 
decision making. 
 Hastings stressed that recognition from her administrator was important in her 
decision to continue teaching at her school: 
I guess that IS an important thing because when Kristen recognizes that like I stay 
late or like I work on different things, like that does make me feel good and 
makes me feel like, okay, she recognizes that I'm a valuable person to the 
community and like I want to keep doing this. I guess if she had like or if she 
brushed it under the rug or didn't say anything, maybe I would feel annoyed or 
like under-valued or something. 
Erin commented: 
Just like being recognized for when we do a good job. I think that’s nice. I think 
it’s nice when we’re changing things around, I think it’s nice that they recognize 
that we’re also putting the students first, and that when we do a good job, it’s 
recognized because that’s also a nice feeling to have especially with the growth 
that they’ve made – like, our school’s made over the years.  
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Sally explained: 
 it definitely does feel nice to be recognized – just privately from administrators 
 and team members, and then parents I think – because of where we work that – a 
 lot of times parents don’t recognize you.  
Similarly, being acknowledged by her principal for “trying innovative things or doing 
things on their own” was important for Andrea. At the same time, a lack of 
acknowledgement by district leaders was a factor in her decision to leave the district. She 
stressed that a complete lack of recognition by district leaders contributed to her decision 
to leave. 	 …another reason that I’m leaving is I’ve worked in a district for six years. I 
 would consider myself to be one of the strongest teachers at the Fox School and 
 the superintendent has no idea who I am. No idea who the leaders are. 
 I’ve been observed one time in my six years, and I kind of feel like it’s so 
 annoying working for people that don’t know who you are. 
 Showing appreciation for teachers was cited as an attribute of a good 
administration. Public recognition at faculty meetings in the form of “Teachers of the 
Month” and referencing when a teacher goes “above and beyond” were said to have a 
positive impact on school culture. Conversely, one teacher stated that she “would just 
rather NOT be recognized” publicly but did appreciate feedback from her administrators. 
 Personal relationships. Loyalty and respect were characteristics used to describe 
relationships with administrators. These were characteristics that contributed to teachers’ 
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decision to stay at their school. Andrea, who had committed to leaving, decided to stay 
one more year because of her relationship with the incoming principal:  
I’ve decided this was my final year teaching. Last year was going to be my last 
year and I only stayed this year because of how much I love Norah and I didn’t 
want to have her transition with being a new principal and I didn’t want to be one 
of the people that she lost.  
Likewise, Rachel referenced her loyalty to her administrator as a reason to stay. She 
attributed this loyalty to the fact that her administrator was the one who hired her and 
“has always believed” in her work. Rachel characterized her relationship with her 
principal: 
Yeah, so my relationship with the principal, I think that it has developed over the 
years. And I have such a respect for her, and I've learned so much from her. And I 
think that I find Kristin to be very supportive of me in anything that I've ever 
needed. She’s had an open door policy. I feel very comfortable going to her. So I 
feel very supported by the principal, so that’s another big reason that I have 
stayed. And I love the kids here, so I – even though there have been some 
extremely challenging years, I've felt supported by the school, and so that has kept 
me coming back, I think. 
Teresa commented on how her administrators meet teachers’ emotional needs: 
 Really important because they give you self esteem, your confidence. You have to 
 feel good about yourself. And I'm blessed with Ms. Martin. She's always been 
 wonderful, good advice, like a born manager. And the assistant principal, she 
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 came last year and she is an excellent, excellent manager. They have fine 
 management skills. They have a way, if you have to change something, of you not 
 feeling terrible about yourself or anything. 
 Opportunities to contribute. When speaking about opportunities outside of the 
classroom, participants referred to opportunities that are typically created by district or 
school administration. Therefore, opportunities come under the District and School 
Leaders theme. Teachers explained how opportunities to contribute to the greater school 
community influenced decisions to remain in their school. These opportunities included 
leadership positions; however, the types of leadership positions that influenced career 
decisions varied. Sally noted how having leadership opportunities allowed her to have a 
say in what she was doing in the classroom. In addition, in her role she could share with 
her principal what was not working and how to make things better. She said, “You are 
not just kind of blindly going in and just doing things” because she participated in the 
development and/or rollout of new initiatives. Sarah spoke about how the leadership 
opportunities made her feel happier about coming to work, and that she wants to be “an 
important part of our community, so doing those things [taking on leadership roles] 
makes me feel like I am.” In addition to her classroom responsibilities this teacher is a 
coach, a lead mentor, a mentor, and a member of the Professional Learning Team (PLT) 
Leadership Team. She said, “I've had the opportunity to do a lot of extra things that have 
given me some responsibility and feeling of, like I'm an important part of the community, 
so I think that also really is a reason to stay.” She added that when she is chosen by 
administrators to fill a teacher leader role she feels that she is respected and “that has 
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been a very positive reason for me to stay as well.”  
 Hastings, who was contemplating leaving her school for one where there was 
more exploratory learning, said that an invitation to be on a committee to build classroom 
culture was the reason she decided to stay at her school: “[When] I was invited to be on 
this committee to build classroom culture and share those ideas [I] was like I want to stay 
here and make what this is even better.” This same teacher said that she thought 
leadership opportunities were important and a “motivator.” After her first year of 
teaching she wanted to do more to enhance her career and felt that leadership was a way 
to do so. 
 A lack of teacher leadership opportunities was one of the reasons why Andrea 
was leaving her school and the classroom. Three teachers did not think that teacher 
leadership was important to them and two teachers reported that they did not want 
additional responsibilities outside the classroom. 
Summary 
 In order to explore the career decisions of second-stage teachers, quantitative and 
qualitative data were analyzed to answer the following questions: 
 1. How do elementary second-stage teachers (4–10 years of experience) 
 describe their immediate professional plans? How do these professional plans  
 compare to those of novice (1–3 years of experience) and veteran teachers (11 or 
 more years of experience)?  
 2. What teaching and working conditions are associated with elementary second-
 stage teachers’ immediate professional plans? Do associations vary across 
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 second-stage teachers, novices, and veterans? 
 3. How do elementary second-stage teachers report making career decisions and 
 what factors influence those decisions? 
 When asked about their immediate professional plans on a statewide survey, the 
percentage of second-stage teachers that reported staying was higher than those who 
reported moving or leaving. The same was true for novice and veteran teachers. 
Nevertheless, the results show no meaningful difference in the immediate professional 
plans of respondents of different experience bands because the percentage of stayers were 
closely associated among novices, second-stage, and veteran teachers. 
 The percentage of second-stage teachers that indicated that they planned to move 
or leave was the highest among the bands of experience at 14.55%. While the percentage 
of second-stage teachers who planned to leave was most closely associated with veterans 
and the percentage of second-stage teachers who planned to move was most closely 
associated with novices. 
 Similar to the survey data on second-stage teachers immediate professional plans, 
the majority of interview participants indicated that they planned to stay. While four 
participants indicated that the were planning to leave their current position– one to a 
coaching position, two for administration, and one out of education entirely.  
 There was little variation in teaching and working conditions associated with 
teachers immediate professional plans between novices, second-stage, and veteran 
teachers. School leadership emerged as the teaching condition that most affects teachers’ 
willingness to stay in their school. The percentage of second-stage teachers who view the 
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teaching conditions – time during the work day, managing student conduct, teacher 
leadership, school leadership, and professional development––was more comparable to 
the percentage of veteran teachers than to the responses of novice teachers. This may 
suggest that teachers with 4–10 years of experience and veterans prioritize teaching 
conditions in a similar matter.  
 The interview data suggest that when teachers are making career decisions school 
leadership is important, as are students and colleagues. The interview data provide 
additional information about the characteristics of school leadership that are significant to 
a sample of elementary second-stage teachers who serve students in three urban districts. 
The four subthemes that emerged centered around management styles, recognition, 
personal relationships, and opportunities to contribute to the greater school community. 
The teachers interviewed note the extrinsic rewards when working with diverse learners 
as reasons to stay at their schools and in education. In addition, due to the challenges of 
the profession, positive relationships with colleagues were important to teachers as they 
made decisions about their career.  
 In Chapter 5 the main findings derived from the quantitative and qualitative data 
are discussed as well as the implications for practice and policy, and recommendations 
for future research.
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CHAPTER 5: DISCUSSION AND RECOMMENDATIONS 
 The purpose of this study was to explore elementary second-stage teachers’ career 
decisions and the teaching and working conditions associated with those decisions. To 
place these findings in context, this research also explored how the professional plans of 
elementary second-stage teachers compared to those of novice and veteran teachers and 
the working and teaching conditions associated with their willingness to stay at their 
school. The study was conducted in two phases: (1) the collection and analysis of 
quantitative data derived from a survey and (2) interviews with a subset of elementary 
second-stage teachers that yielded information regarding their career decisions and the 
factors that influence those decisions.  
 On the whole, the present study reaffirms the importance of school leaders in 
general, and the leaders’ role in teachers’ career decisions in particular. Interviewees 
associated career decisions with students, colleagues, and district and school leaders. This 
study is one of few that has disaggregated data by years of experience and taken school 
level into account, focusing specifically on elementary teachers. The findings of the 
present study contribute new insights to the literature by exploring (a) the career 
decisions of elementary second-stage teachers and (b) comparing those career plans and 
the conditions that affect those plans to novice and veteran teachers. 
 In this chapter the main findings derived from the quantitative and qualitative data 
are discussed, as well as the implications for practice and policy, and recommendations 
for future research.  
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Main Findings 
 Research Question 1. How do elementary second-stage teachers (4–10 years 
 experience) describe their immediate professional plans? How do these 
 professional plans compare to those of novice (1–3 years experience) and veteran 
 teachers? (11 or more years of experience)?  
 The results of the Teaching, Empowering, Leading, and Learning (TELL) Mass 
survey (2014) indicated that, like the majority of respondents in all bands of experience, 
elementary second-stage teachers reported that their immediate professional plan was to 
stay at their school. This finding suggests that teachers who responded to this voluntary 
survey were more likely to be stayers. The percentage of second-stage teachers who 
identified themselves as movers was greater than the percentage of veteran teachers and 
was less than, and more closely aligned to, the percentage of novice teacher movers. 
Conversely, the percentage of second-stage teachers who planned to leave was more 
closely associated with veteran teachers. At the same time, the highest percentage of 
leavers were veteran teachers and it cannot be known if this is because of retirement. The 
results of the analysis of stayers suggests that there are no meaningful differences 
between the career plans of second-stage, veteran, and novice teacher survey respondents 
and that career plans may not vary much among career stages. 
 Considered together, the percentages of movers and leavers showed more 
variation among career stages. The highest percentage of movers and leavers were 
second-stage teachers (14.55%). This finding is consistent with previous nationally 
representative studies. According to 2008–2009 data from the Schools and Staffing 
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Survey (SASS) and the Teacher Follow-Up Survey (TFS), second-stage teacher turnover 
was at 16.5% (U.S. Department of Education Institute of Education Sciences National 
Center for Education Statistics (NCES) (n. d.). However, the percentage of veterans 
(12.36%) who indicated on the TELL Mass (2014) that they planned to move or leave 
was slightly larger than the percentage of veteran teachers (9.6%) who left or moved 
according to the SASS and TFS (NCES, n.d.). When comparing the career intentions and 
actual attrition from teaching among novice teachers, the percentage of novice teachers 
(23.8%) who moved or left according to the SASS and TFS data (NCES, n.d.) was more 
than twice that of novice teachers (11.8%) on the TELL Mass (2014) survey. Although 
the percentage reflected in the SASS and TFS does not take school level into account, the 
comparison helps place the TELL Mass data in perspective. Furthermore, the findings of 
this current study may suggest teachers make decisions about their intended immediate 
professional plans during the year but their actual career plans may not reflect those 
intentions.  
 Research Question 2. What teaching and working conditions are associated with 
 elementary second-stage teachers’ immediate professional plans? Do these 
 associations vary across second-stage teachers, novices, and veterans? 
 School leadership. Similar to teachers’ immediate professional plans, the 
working conditions that matter most to elementary second-stage teachers and affect their 
willingness to stay at their school (TELL Q10.3 Which aspect of your teaching conditions 
most affects your willingness to keep teaching at your school?), varied very little across 
the three experience bands. Consistent with the collective sample, school leadership 
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emerged as the most important teaching condition that affects elementary second-stage 
teachers’ career decisions. The percentages of teachers identifying school leadership 
increased only slightly across the three bands of experience, suggesting that this 
condition carries a similar amount of importance across experience bands. Specifically, 
the percentages of second-stage and veteran teachers were more closely aligned when 
compared to the percentages of second-stage and novice teachers, indicating that the 
views of second-stage teachers and veterans in the importance of school leadership may 
be slightly similar. 
 The influence of school leadership when making career decisions is consistent 
with the interview data from this study and with previous research that found perceived 
administrative support and leadership to be predominant in the working conditions most 
predictive of or influential to teachers’ career decisions (Bormann & Dowling, 2008; 
Boyd et al., 2011; Grissom, 2011; Johnson et al., 2012a; Ladd, 2011).  
 Instructional practices and support. According to the survey data, instructional 
practices and support was an important condition to second-stage teachers; 20.53% 
identified this condition as one that affects career decisions. Likewise, veteran (23.44%) 
and novice (23.78%) teachers identified instructional practices and support as a teaching 
condition that most affects their willingness to stay at their school. In contrast to school 
leadership, the percentage of novices was more closely aligned to veterans than with 
second-stage teachers. This is the largest percentage discrepancy between novice and 
second-stage teachers and between second-stage teachers and veterans among all the 
conditions. That said, this discrepancy is relatively small and inconclusive.  
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 Many of the constructs within this survey item (TELL Mass Q9.1 Please rate how 
strongly you agree or disagree with the following statements about instructional practices 
and support at your school)–– access to data to inform instruction, opportunities for 
teachers to work in professional learning communities, support to improve instructional 
practice, assigning classes to teachers, autonomy, and the availability of social services–– 
are heavily dependent on school leadership. In her analysis of teaching and working 
conditions survey data, Ladd (2011) found that a multitude of factors fall under the 
umbrella of leadership, including “support for teachers, a shared vision, a trusting 
environment, and effective processes for making group decisions and solving problems” 
(p. 256). The decisions of school leaders impact all aspects of teachers’ work, including 
classroom assignments and opportunities for collaboration, all of which are reflected in 
the survey questions regarding instructional practice. Therefore, it is not surprising that 
instructional practices and support was identified as an important condition affecting 
teachers’ immediate professional plans. The survey data findings are consistent with 
recent studies by Ladd (2011) and Johnson and colleagues’ (2012) analyses of the TELL 
survey in North Carolina (2006) and Massachusetts (2008), respectively. 
 These findings from the above research questions suggest that school leadership 
is of primary concern for a large percentage of teachers and as such, an important focus 
for schools as they seek to retain teachers at all experience levels. In the discussion of 
research question three, school leadership will be discussed in greater detail. 
 Other working conditions. The results of the survey indicated that there are 
conditions aside from school leadership and instructional practices and support that may 
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be slightly more important to teachers at different experience levels. For instance, the 
percentage of elementary second-stage teachers who chose time during the work day and 
teacher leadership was higher than both novices and veterans. The difference in the 
percentages of novice and second-stage teachers for the condition time during the work 
day is the second largest of all conditions. Yet, the percentage of second-stage teachers 
and veterans who identified this condition as important was comparable. Likewise, within 
the condition of teacher leadership the percentage of second-stage teachers who chose 
this condition is closer to the percentage of veteran teachers who chose this condition. 
This suggests that second-stage teachers and veterans may hold similar views on these 
conditions. However, the discrepancy in percentages among groups is minimal. For 
instance, the percentage of teachers identifying managing student conduct as a condition 
that affects their willingness to stay at their school decreased as experience increased, as 
did professional development with only a very small percentage (1.94%) of second-stage 
teachers choosing professional development. While the present study takes into account 
experience level and school level, the conclusion is that there were not meaningful 
differences among experiences bands regarding the most influential working conditions 
that affected teachers’ career decisions. 
 Research Question 3. How do elementary second-stage teachers report making 
 career decisions, and what factors influence those decisions? 
 The analysis of the factors critical to career decisions described in interviews with 
15 second-stage teachers yielded three themes: Students, Colleagues, and District and 
School Leaders. Colleagues and school leaders were also named in previous studies as 
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conditions that influenced career decisions. In their examination of TELL Mass (2012) 
data, Johnson and colleagues (2012a) concluded that the social aspects of teaching––
collegial relationships, principal’s leadership, and school culture–– are the most vital to 
teachers and “positive collegial relationships, principal leadership, and school culture are 
frequently found together in the same school” (p. 26) and are more important predictors 
of teachers’ career plans than economic or logistical concerns such as facilities and 
school resources. The responses of participants in the current study are consistent with 
previous research. Although, school culture as it was measured in Johnson and colleagues 
study was not analyzed in the current study. 
 Students. Within the student theme, the subthemes were relationships with the 
students and the challenges and rewards of working with diverse populations. The diverse 
and low-income student populations were identified as a factor for 13 teachers who 
stayed at their schools. Even when teachers described the challenges in their schools, all 
the teachers voiced a commitment to the student population. Teachers described how, in 
some respects, they were “more than a teacher” to students and expressed pleasure in 
making a difference. It was not negative student conduct that was a factor in teachers’ 
career decisions; rather, it was the teacher relationships with the students and the feeling 
that they were making a difference that kept teachers in the classroom or school. The 
teachers spoke of their respect for students. Placed in the context of the literature, this 
finding is promising. In their review of the literature, Johnson, Berg, and Donaldson 
(2005) concluded that respect between students and teachers have a direct impact on job 
satisfaction. It can be inferred that job satisfaction may result in improved teacher 
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retention. 
 Although the teachers in the present study expressed a commitment to the 
students some reported that when they were unhappy with leadership or colleagues they 
thought about leaving the school. However, no teachers indicated that students were a 
reason to leave teaching. Similarly, Johnson and colleagues (2012a) reported in their 
discussion of a study on high-needs schools that while students are an important factor 
when teachers are choosing to work with “high-poverty, high minority students” (p. 27), 
they are not “the only factor that affects teachers’ preferences.” (p. 28). Consistent with 
previous research (Grissom, 2011, Johnson et al., 2012a), the present study suggests that 
students are a prominent factor in career decisions but if other conditions are not 
favorable, teachers may be inclined to make a change.  
 Colleagues. In the study documented here, 11 participants described relationships 
with colleagues as a major factor in career decisions. Two additional subthemes 
materialized as important: social interactions/ collegiality and grade level teams. 
Consistent with previous research (Bormann & Dowling, 2008; Charner-Laird et al., 
2006; Johnson & Birkeland, 2007; Ladd, 2011; Johnson et al., 2012) participants in this 
study also pointed to collegial relationships as a factor in their decisions to remain in the 
classroom. The positive social aspects of school were described as reasons to stay at their 
school. Some teachers qualified this factor by noting that it was not necessary to be close 
friends with colleagues, while others liked having friends at work. Similar to findings by 
other researchers participants emphasized collaboration among colleagues as an 
important factor when making career decisions, a finding of studies by Bormann and 
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Dowling (2008), Ladd (2011), Johnson (2006), Johnson and Birkeland (2003), and 
Johnson and colleagues (2012a).  
 In this study participants attributed the importance of collegial relationships to a 
number of factors such as the complexity of the job, the number of people the teacher 
works with (e.g. a small team in a large school), the amount of time teachers spend with 
one another, the need to be in a supportive environment, and the opportunity for common 
planning (splitting the work among the members of the group). Teachers also noted that 
they preferred to work in functional grade level teams where they were able to plan 
together and divide the work. Though colleagues were not reported as a reason to leave 
the profession, in two instances teachers who were not happy in their position or with 
their grade level teams chose to move to a different position or another grade level.  
 Beyond collegial relationships in general, grade level colleagues were mentioned 
in all 15 interviews. Teachers reflected on how teamwork was important because they 
could not do the job alone; some acknowledging that when working in a challenging 
community, it was important to have a supportive and positive team.  
 District and school leaders. Teachers commented on school and district 
leadership styles as a reason for remaining in their current schools and/or positions. Like 
previous studies (Bormann & Dowling, 2008; Boyd et al., 2011; Grissom, 2011; Johnson 
et al., 2012a; Ladd, 2011), school leaders were named as an important factor in teachers’ 
career decisions. Within district and school-based leaders four subthemes emerged: 
management styles, recognition, personal relationships, and opportunities to contribute to 
the greater school community.  
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 Being open minded; working for the students’ best interest; having a strong work 
ethic; and being supportive, trustworthy, and respectful were qualities were used to 
describe leaders who influenced teachers career decisions favorably. Trust in the 
administrator was explicitly linked to support. These feelings of trust were reflected in 
teacher access to administrators and involved loyalty and mutual respect. Consistent with 
the literature (Bryk & Schneider, 2002; Guin, 2004), interviewees referred to 
relationships with school leaders and shared responsibility as important factors 
contributing to career decisions.  
 Teachers in the present study described how having opportunities to contribute to 
the greater school community were important when making career decisions. When 
speaking about opportunities outside of the classroom, participants referred to 
opportunities that are typically created by district or school administrators. These 
opportunities included leadership positions; however, the types of leadership positions 
that influenced career decisions varied. One teacher reported that having leadership 
opportunities allowed her to have a say in what she was doing in the classroom, made her 
happier about coming to work, and gave her a feeling of being part of a community. 
Another teacher thought leadership opportunities were important and a “motivator.” 
These findings are consistent with conclusions by Johnson, Berg, and Donaldson (2005) 
who found that teachers who assume leadership roles may be more satisfied and see these 
roles as opportunities thereby deciding to stay in schools.  
 On the other hand, a lack of teacher leadership opportunities was one of the 
reasons Andrea was leaving her school and the classroom. Three teachers did not think 
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that teacher leadership was important and two teachers reported that they did not want 
additional responsibilities outside the classroom. Therefore, teacher leadership 
opportunities may be an individual preference. Consistent with the present study, the 
research on whether leadership roles promote retention is inconclusive as reported by 
Berg and colleagues (2005). These researchers as well as Fiarman (2007) concluded that 
it was unclear if leadership roles improve teacher retention. Additionally, Ladd (2011) 
found that expanded roles for teachers were not a factor for elementary teachers in their 
career decisions.  
 Summary 
Bryk and Schneider (2002) likened elementary schools to a family. The data in 
this study tell a similar story. In the interviews, participants spoke of relationships with 
students, colleagues, and leaders as factors in their career decisions. Teachers described 
how they were supported by colleagues and leaders and were more than teachers to their 
students. They described loyalty to colleagues, administrators, and students. It may thus 
be inferred that their daily interactions are similar to those of a family.  
As summarized above, elementary second-stage teachers spoke of social 
relationships with students, colleagues, and district and school leaders that were built on 
mutual trust, respect, openness, and commitment to students as factors influencing their 
career plans. The significance of social interactions and collegiality is consistent with 
what Bryk and Schneider (2002) found in their study of Chicago schools as they 
implemented the Chicago School Reform Act of 1988. Respect, trust, and caring –– their 
defined components of social relationships –– were significant as schools embarked on 
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executing large scale reforms successfully. This is significant because the teachers in this 
study represented five elementary schools in three urban districts that are continually 
implementing school improvement efforts. The positive social interactions that are 
perceived by the teachers in this study likely contribute to the implementation of the 
statewide reforms and improve teacher retention.  
 Although this study yielded similar findings to previous research, there were 
themes absent from the interview data that have been identified in the literature as 
important to second-stage teachers and their career decisions. First, the public perception 
of teaching as a profession. Second, conditions such as poor student achievement, large 
class size, and salary were not themes that emerged in the interviews. Lastly, 
opportunities for professional growth or a lack of upward mobility within the profession 
were not prevalent as factors in how interviewed elementary second-stage teachers made 
career decisions.  
  As reported in previous studies the context in which teachers work is important 
when making career decisions, both school leadership and instructional practices and 
support proved to be a priority to survey respondents. The interviews of elementary 
second-stage teachers reveal the important characteristics of school leadership as well as 
highlight the importance of students and colleagues when making career decisions. These 
findings have implications for practice and policy and are discussed below. 
Implications for Practice and Policy Recommendations 
 The implications for practice and policy recommendations are informed by the 
analysis of the survey (TELL Mass, 2014) and the interviews of elementary second-stage 
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teachers. They are based primarily on the major themes found in this study: Students, 
Colleagues, and District and School Leaders.  
 TELL Mass survey data. The TELL Mass (2014) survey data yield minimal 
information regarding elementary teachers’ career plans at any level of experience. The 
majority (87.15%) of the teachers who took the TELL Mass (2014) indicated that their 
immediate professional plan was to continue to teach at their current school. Thus, when 
districts use these survey data, they should consider that the data are derived largely from 
stayers and may not be useful for answering questions about career decisions and the 
teaching and working conditions that affect the decisions of those of movers and leavers. 
However, because the survey does indicate to schools and districts the conditions, 
especially with regard to school leadership, that are important to teachers at all 
experience levels, it is a good starting point when identifying priorities for leaders to 
address. In addition, the survey identifies some information for leaders to think about as 
they professionally develop all teachers. For example, novice teachers may want more 
assistance with student conduct and second-stage and veteran teachers may want more 
opportunities for teacher leadership.  
 Students. District and school leaders should make every effort to hire teachers 
who are committed to social justice and urban education. The teachers interviewed 
identified students as an important factor influencing career decisions. They described 
relationships with students that included being more than “just a teacher” and “always 
wanting to work with kids.” The majority of teachers chose to stay in their positions 
because of the diverse and low-income student populations, undoubtedly, to make a 
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difference. Johnson and colleagues (2012) discuss how “Many teachers choose to work 
with groups of high-poverty, high-minority students because they are committed to social 
justice or because they believe that by teaching these students, they can contribute to the 
public good” (p. 27). The teachers interviewed in the present study fit this profile and 
were committed to social justice and making a difference. The importance of students as 
factor when making career decisions suggests that, when hiring new teachers, leaders 
need to consider the resilience of the candidate and gauge prospective teachers 
commitment to urban education and social justice. Although this was a small study, it is 
promising that student demographics and conduct are minimal contributors to elementary 
second-stage teachers’ career decisions to move or leave.  
 Colleagues. Interviewees described the importance of positive relationships and 
collaboration with colleagues. The aspects of collegial relationships that were identified 
as important were: opportunities to collaborate, work on grade level teams, divide work, 
garner support, and plan together. Due to the amount of time teachers spend at school and 
the need for support both emotionally and professionally when working in a challenging 
environment, collaboration was important to the teachers interviewed.  
  Knowing this finding, one that is consistent with earlier research, school leaders 
would be wise to find ways to construct well functioning teams within their school. This 
means not only working with current staff to form functioning grade level teams but also 
looking at prospective hires as a “fit” for the school as a whole. Given the importance of 
collaboration and forging relationships of trust and respect, teachers must be involved the 
hiring process and committees should include at least one member of the grade level 
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team. 
  In addition to forming highly functioning grade level teams, elementary public 
school leaders would be wise to put in place structures for collaboration. Currently many 
schools are utilizing a variety of structures to increase collaboration among colleagues 
including Professional Learning Communities (PLC), common planning time, and data 
meetings. Hargreaves and Fullan (2012) capture how creating a culture of collaboration 
can be a slow process that requires patience, creative scheduling, and teacher training 
(e.g. in the use of protocols). However, effective collaboration and positive collegial 
relationships could have a positive impact on teacher retention. 
 District and school leadership. District and school leaders were named as a 
factor in participants’ career decisions. Being open minded; working for the students’ 
best interest; having a strong work ethic; and being supportive, trustworthy, and 
respectful were qualities used to describe leaders who influenced teachers career 
decisions favorably. Teachers spoke to the importance of being recognized either publicly 
or privately and having opportunities to contribute to the greater school community. 
These findings have implications at both the district and school level.  
 When hiring school-based leaders districts would be wise to involve teachers in 
the hiring process and to seek leadership candidates who exhibit the aforementioned 
qualities. Districts will benefit from evaluating the capacity of potential school leaders to 
build relationships with staff and foster a culture of collaboration. Further, it will benefit 
schools and districts for potential candidates to have experience working multiple 
positions within schools. This experience will allow leaders to better understand the 
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working conditions associated with positions and support teachers in their various roles.  
 In addition to the above, districts need to prioritize the development of school 
leaders. Knowing the importance of the social aspects of teaching and positive relations 
among staff, districts may want to promote relational leadership and build school-based 
leaders’ capacity to build teams at the organization and grade level. Furthermore, because 
the working conditions that affect teachers’ willingness to stay at their school varied very 
little across the three experience bands and interviewed teachers had mixed views of 
some working conditions (e.g. opportunities to contribute), leaders need to develop and 
support teachers based on teachers’ individual needs and preferences.  
  At the same time, given the importance of personal relationships and the 
challenges of meeting the diverse needs of a diverse staff, school-based leaders may opt 
for a leadership model such as Situational Leadership II (Blanchard, 2010). This 
leadership model provides strategies that may assist leaders in meeting the diverse needs 
of their staff while developing trusting relationships. Leaders employing this model use 
directing, coaching, supporting, and delegating to “tailor leadership style to the situation” 
(p. 76) and “must master three skills: diagnosis, flexibility, and partnering for 
performance.” (p. 87). As instructional and organizational leaders, principals and 
assistant principals must have a range of leadership skills to guide and support teachers in 
the complex business of urban education. 
Limitations 	
 Survey and Survey Sample. The TELL Mass survey was administered in 
January of 2014. It can be argued that at this time of the year teachers are not typically 
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thinking about their immediate professional plans. The school year usually begins in 
September and ends in June. January is the time when teachers are returning to school 
after a vacation, and budgets have not been announced. Many teachers make decisions 
later in the school year. However, this survey does ask about “intentions” which could be 
measured at that time.  
 The survey sample included responses that were not provided solely by classroom 
teachers, but also by literacy specialists, instructional coaches, department heads, and 
others who were not classroom teachers. This led to the inclusion of responses of teachers 
outside the intended sample.  
 Additionally, although the survey is not school based and was confidential, it was 
voluntary and was distributed by the Massachusetts Department of Elementary and 
Secondary Education (DESE). One could infer that teachers with not as much experience 
and perhaps lacking professional status were less likely to complete the survey.  	 Interview Sample. First, the teachers who participated in the interviews were 
volunteers. Similar to the survey sample, the majority of participants were found to be 
stayers. Only four teachers indicated that they were leaving the classroom for another 
position, three in education and one outside of education. As with the survey data, the 
interviews may have been skewed toward those who planned to stay in education.  
 Second, due to time constraints, the interview data were not as robust as possible. 
While the survey data were provided by a large sample, the qualitative study yielded data 
from a small sample of 15, and limited to teachers in three districts in the greater Boston 
area. 
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 Third, the elementary second-stage teachers interviewed were first, second, and 
third career teachers. Teachers in their second or third career may make career decisions 
differently from those teachers whose first career is as a classroom teacher. 		 The last limitation is reactivity or the “influence of the researcher on the setting or 
individual studied” (Maxwell, 2013, p. 124). The researcher is an administrator in one of 
the districts studied from which the data were derived and this district is part of a 
consortium with the other two districts in this study. To control for this threat, the 
researcher introduced herself as a researcher, not as an employee of a school district, and 
as a former teacher. In addition, the researcher described the means by which 
confidentiality would be ensured (Creswell & Miller, 2010).	
 Recommendations for Future Research 
 Interview sample. To overcome a limitation of this study, in a future study 
interviewees should be purposely selected from schools that have met specific criteria. 
For example, a sample of teachers working in different regions–urban, rural, and 
suburban schools– to gain insights from teachers in different contexts. In addition, this 
study did not consider data related to individual educators. For example, teacher 
education, educator effectiveness, or student achievement were not considered when 
looking at the survey and interview data. It is recommended that future studies of 
elementary second-stage teachers’ career decisions couple administrative data and/or 
student achievement data with interviews. 
  When researching the career plans of elementary second-stage teachers, 
interviews, as indicated in this study, provide more information than survey results alone. 
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To produce additional insights from the interviews, more time should be allocated, 
perhaps by conducting an initial interview and having subsequent conversations that are 
informed by the responses in the initial interview. Although this type of study will not 
provide the quick results needed by districts and schools, more robust knowledge on what 
conditions influence second-stage teachers career decisions could be gleaned.  
 Hiring conditions and practices. Future research of districts comparing the 
conditions and hiring practices of districts with lower teacher retention rates and those 
with higher teacher retention rates could yield data on recruitment and retention. 
Additionally, a direction for future research may be looking at school and district 
retention rates and combining those data with data on leadership practices within those 
schools and districts.  
 Non-classroom teachers. Future research of second-stage teachers who work in 
as support staff or as interventionists may yield information specific to non-classroom 
teachers. For instance, special education teachers, ELL teachers, Title 1 teachers, and 
coaches may be influenced by different working conditions when making career 
decisions. Does the absence of a class or a grade level team alter the significance of 
students or colleagues when making career decisions?  
 Middle and high school second-stage teachers. Future research of second-stage 
teachers at different levels may provide helpful data about how career decisions are made 
by teachers at the middle and high school levels. How does collaboration impact their 
decisions? Does leadership differ at these levels from elementary school leadership? 
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Does departmentalization at the upper grades influence relationships with the teachers 
and students in different ways than at the elementary level? 
Conclusion 
 This exploratory study provides insight into the career decisions of elementary 
second-stage teachers. This is one of a few studies that takes into account school level 
while simultaneously disaggregating for years of experience and focuses on elementary 
second-stage teachers. Nonetheless, the major finding of this study was similar to those 
of previous research using TELL survey data: that school leadership was a critical factor 
in teachers’ immediate professional plans. However, the survey results did not show that 
second-stage teachers had markedly different immediate professional plans than their 
counterparts or a distinct preference in the teaching and working conditions that influence 
their immediate professional plans. This exploratory study found that elementary teachers 
stayed in the classroom in large part because of the students. Even in challenging 
environments, teachers noted how colleagues and leaders can have a positive impact on 
career decisions to remain in the classroom. Thus, these findings point to the importance 
of students, colleagues, and district and school leaders as more influential than any other 
teaching or working conditions, when elementary second-stage teachers are making 
career decisions.
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Confidential Information Sheet 
 
 
Name:_______________________________ Age:__________________ 
 
Grade-level(s) you currently teach: ________________________ 
Subject(s) you currently teach:____________________________ 
Have you taught other subjects or grades?___________________ 
If so, what subjects and/or grades? ________________________ 
Total number of students you teach:________________________ 
 
When did you start at this school? _________________________ 
Have you taught elsewhere? _____________________ 
If so, how long were you in your previous position? ______________ 
Why have changes occurred?____________________________________________ 
Who initiated those changes? _____________________________ Why? _____________ 
_______________________________________________________________________ 
 
Have you held positions in your school or district outside of being a classroom teacher? 
______ 
If so, what were they?______________________________________________________ 
 
Number of years you have taught full-time: _________ 
Number of years you have taught full-time in this district: _______________ 
Number of years you have taught full-time in this school: _______________ 
 
Do you have professional status or tenure? ________________ 
 
Race/ethnicity: (optional) ________________________ 
 
I may need to clarify something you say in your interview. Please provide contact 
information for these purposes: 
 
email: _________________________________________________________ 
 
phone number: __________________________________________________
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Research Participants Needed 
 
Are you a full-time elementary public school teacher with between 4–10 years teaching 
experience? 
 
If so, you are eligible to participate in a research study about second-stage teachers! 
 
The purpose of this study is to investigate the ways to retain second-stage teachers.  
 
Participants will fill out a brief questionnaire and take part in an approximately 30–60 
minute interview conducted at a convenient location. Everything will be kept confidential 
and no names of participants or schools will be used in the written report or subsequent 
presentations and/or articles. 
 
In appreciation of your time you will receive a $15.00 Amazon gift card for taking part in 
this study.  
 
If you'd like to participate or have any questions about the study, please contact Elizabeth 
Nolan at Boston University at 617-480-0668. Email: nolanea@bu.edu. 
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         Date 
Dear [insert name],  
 
My name is Elizabeth Nolan and I am a doctoral student from the Education Leadership 
and Policy Studies program at Boston University. I am writing to invite you to participate 
in my research study about second-stage teachers. Permission to conduct this study in 
your district has been granted by Superintendent_______, but participation is entirely 
voluntary. You're eligible to be in this study because you have been teaching between 4–
10 years and are a full-time elementary public school teacher. I am excited to learn more 
about you and your teaching.  
 
The purpose of this study is to investigate the ways to retain second-stage teachers. This 
study seeks to explore how second-stage teachers report making career decisions and 
what factors influence those decisions. I am asking you to take part in this study because 
you are a public, elementary school teacher with 4–10 years experience and work full 
time in a classroom. Between 15 and 20 teachers will be asked to participate in this 
unfunded research study. 
 
Should you take part in this study, you will participate in an interview after filling out a 
brief questionnaire. The interview will take approximately 30–60 minutes and be 
conducted at your school. If necessary, follow-up interviews may be conducted by phone 
or face-to-face. Everything will be kept confidential and no names of participants or 
schools will be used in the written report or subsequent presentations and/or articles. If I 
quote or paraphrase something you say, a pseudonym will be used. There are no risks to 
participating in this study and others may benefit from the information that is learned in 
this study. Additionally, you will receive a $15.00 gift card for taking part in this study.  
 
Remember, taking part in this study is voluntary. You are free not to take part or to 
withdraw at any time for any reason. If you decide to withdraw from this study, the 
information that you have already provided will be kept confidential.  
 
If you'd like to participate or have any questions about the study, please contact me at 
617-480-0668. Email: nolanea@bu.edu. 
 
Thank you and all the best, 
 
 
Elizabeth A. Nolan
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         May, , 2015 
 
 
Dear  
My name is Elizabeth Nolan and I am a doctoral student from the Education Leadership 
and Policy Studies program at Boston University. I am seeking your permission to 
contact teachers in your district to ask them to participate in my research study about 
second-stage teachers. For the study, I would like to ask approximately 10 full-time 
elementary public school teachers with between 4–10 years experience to participate.  
The purpose of this study is to investigate the ways to retain second-stage teachers. This 
study seeks to explore how second-stage teachers report making career decisions and 
what factors influence those decisions. Between 15 and 20 teachers from 2–3 districts 
will be asked to participate in this unfunded research study. 
 
Those who choose to take part in this study will participate in an interview after filling 
out a brief questionnaire. The interview will take approximately 30–60 minutes and be 
conducted at a mutually agreed upon place. If necessary, follow-up interviews may be 
conducted by phone or face-to-face. Everything will be kept confidential and no names of 
participants or schools will be used in the written report or subsequent presentations 
and/or articles. If I quote or paraphrase something a participant says, a pseudonym will be 
used. There are no risks to participating in this study and others may benefit from the 
information that is learned in this study. Additionally, participants will receive a $15.00 
Amazon gift card for taking part in this study.  
 
Taking part in this study is voluntary. Participants are free to withdraw at any time for 
any reason. If they decide to withdraw from this study, the information that they have 
already provided will be kept confidential.  
If you'd be willing to allow me to contact your teachers or have any questions about the 
study, please contact me at 617-480-0668. Email: nolanea@bu.edu. 
 
 
Sincerely, 
 
 
Elizabeth A. Nolan 
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Consent Form 
Study Description: The purpose of this study is to investigate the ways to retain second-
stage teachers. This study seeks to explore how do second-stage teachers’ report making 
career decisions and what factors influence those decisions. I am a doctoral student at 
Boston University and am asking you to take part in this study because you are a public, 
elementary school teacher with 4–10 years experience and work full time in a classroom. 
Between 15 and 20 teachers will be asked to participate in this unfunded research study. 
 
Participant Involvement: Should you take part in this study you will participate in an 
interview after filling out a brief questionnaire. The interview will take approximately 
30–60 minutes and be conducted at a mutually agreed upon place. If necessary, follow-up 
interviews may be conducted by phone or face-to-face. Everything will be kept 
confidential and no names of participants or schools will be used in the written report or 
subsequent presentations and/or articles. If I quote or paraphrase something you say a 
pseudonym will be used. There are no risks to participating in this study and others may 
benefit in the future from the information that is learned in this study. Additionally, you 
will receive a $15.00 gift card for taking part in this study. 
 
If you agree to participate in this study the digital recording, researcher notes, and 
transcripts will be stored in a secure office at Boston University. The data will be marked 
with a code and the code in a password-protected file. The recordings will be destroyed 
after 10 years. The data will only be used for the research purposes mentioned. The 
following people or groups may review your study records for purposes such as quality 
control or safety: (1) The Researcher and any member of his/her research team, (2) The 
Institutional Review Board at Boston University. The Institutional Review Board is a 
group of people who review human research studies for safety and protection of people 
who take part in the studies. If you would like, an email of the digital audio file of the 
interview can be sent to you. 
 
Taking part in this study is your choice. You are free not to take part or to withdraw at 
any time for any reason. If you decide to withdraw from this study, the information that 
you have already provided will be kept confidential.  
_______________________________________________________________________ 
Statement of Consent  
I have read the information in this consent form including risks and possible benefits. I have 
been given the chance to ask questions. My questions have been answered to my 
satisfaction, and I agree to participate in the study. I understand that I can withdraw at any 
time for any reason. I understand that I can ask to turn off the digital recorder at any time 
during this interview.  
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SIGNATURE 
______________________________________ 
 Participant’s Name 
______________________________________ ____________________ 
Participant’s Signature Date 
 
I have explained the research to the subject and answered all his/her questions. I will give 
a copy of the signed consent form to the subject. 
 
________________________________________ __________________ 
Principal researcher Date   
 
If you have any questions of concerns about this study after the interview, please contact 
Elizabeth Nolan, doctoral student, at 617-480-0668. Email: nolanea@bu.edu and/or Dr. 
Donald Beaudette, faculty advisor, at 617-353-3832. Email: djb@bu.edu 
 
If you have questions about your rights as a research subject or want to speak with 
someone independent of the research team, you may contact the Boston University IRB 
directly at 617-358-6115 
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Interview Protocol 
 
Second-Stage Teachers: 
Exploring Decisions to Remain in the Classroom 
 
 
Study Description: The purpose of this study is to investigate the ways to retain second-
stage teachers. This study seeks to explore how do second-stage teachers’ report making 
career decisions and what factors influence those decisions. We are asking you to take 
part in this study because you are a public, elementary school teacher with 4–10 years 
experience and work full time in a classroom. Between 15 and 20 teachers will be asked 
to participate in this unfunded research study. 
 
1. What is it like to teach here?  
2. Which best describes your reasons for entering teaching? OR Why did you decide to 
become a teacher? (keep brief, if possible) 
3. Since you started teaching, have your reasons for being a teacher changed? If so, 
why? 
4. Did you intend for teaching to be a short term or long term career? 
5. What are your future career plans? Do you see yourself staying in teaching? For how 
long? What else can you see yourself doing?  
6. How long do you plan to stay in the classroom? 
7. Did you ever think of changing schools/ districts? 
8. Describe your reason(s)? for staying in teaching? Probe: How important is: 
recognition from parents, administrators; relationships with colleagues; salary; having 
job security; career opportunities; having time for family; relationships with students; 
job satisfaction; the vacation schedule 
9. What factors influence your decision to stay in teaching? Probe: professional learning 
opportunities, school leadership, colleagues, salary, facilities time during the work 
day, facilities and resources, managing student conduct, instructional practices and 
support, teacher leadership? 
10. What factors/pressures are there or have there been for leaving teaching? 
11. Are you committed to your position? Satisfied? 
12. Is there anything else you would like to share with me about your teaching career and 
plans
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Research Identity Memo 
 
 
October 2015 
 
• I was a second-stage teacher who left the classroom. 
• I left for a number of factors including a toxic school climate and poor leadership. 
• I work in one of the districts where I conducted my study. 
• I wanted to do this research because I left the classroom and because I am a 
school leader.
 	
105 
REFERENCES 
 
Berg, J., Charner-Laird, M., Fiarman, S.E., Jones, A., Quazilbash, E., & Johnson, S. 
(2005). Cracking the mold: How second-stage teachers experience their 
differentiated roles. Project on the Next Generation of Teachers Harvard 
Graduate School of Education. Paper presented at the American Educational 
Research Association Annual Conference Montréal, Québec, Canada. 
Blanchard, K (2010). Leading at a higher level: Blanchard on leadership and creating 
high performing organizations. Upper Saddle River, NJ: FT Press. 
Borman, G. D., & Dowling, N. M. (2008). Teacher attrition and retention: A meta-
analytic and narrative review of the research. Review of Educational 
Research, 78(3), 367–409. 
Boyd, D., Grossman, P., Ing, M., Lankford, H., Loeb, S., & Wyckoff, J. (2011). The 
influence of school administrators on teacher retention decisions. American 
Educational Research Journal, 48(2), 303–333. 
Braun, V. and Clarke, V. (2006) Using thematic analysis in psychology. Qualitative 
 Research in Psychology, 3(2), 77–101. Available from: 
 http://eprints.uwe.ac.uk/11735 
 
Bryk, A., & Schneider, B. (2002). Trust in schools: A core resource for improvement. 
New York, NY: Russell Sage Foundation. 
Charner-Laird, M. (2007) Ready and willing: Second-stage teachers and professional 
collaboration. Project on the Next Generation of Teachers Harvard Graduate 
School of Education. Paper presented at the American Educational Research 
Association Annual Conference. Chicago, Illinois. 
Charner-Laird, M., Ng, M, Johnson, S.M., Matthew A. Kraft, M.A, Papay, J.P.& Stefanie 
K. Reinhorn, S.K. (2016). Gauging goodness of fit: Teachers’ expectations for 
their instructional teams in high-poverty urban schools. Project on the Next 
Generation of Teachers Harvard Graduate School of Education. 
Chester, M. (2013) Commissioner’s weekly update. Retrieved from: 
http://www.doe.mass.edu/commissioner/?update=9/27/2013 
Cochran-Smith, M. (2004). Stayers, leavers, lovers, and dreamers: Insights about teacher 
retention. Journal of Teacher Education, 55(5), 387–392. 
 	
106 
Coggshall, J. G, Ott, A., Behrstock, E., & Lasagna, M. (2010). Retaining teacher talent: 
The view from Generation Y. New York, NY: Learning Point Associates & Public 
Agenda 
Coggshall, J. G, Ott, A., Lasagna, M., & Laine, S. (2009). RA learning point: Toward the 
structural transformation of schools: Innovations in staffing. New York, NY: 
Learning Point Associates & Public Agenda. 
Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed methods 
approaches. Thousand Oaks, CA: Sage. 
Creswell, J. W., & Miller, D. L. (2010). Determining validity in qualitative inquiry. 
Theory into Practice, 39(3), 124–130. 
Darling-Hammond, L. (2003). Keeping good teachers: Why it matters, what leaders can 
do. Educational Leadership, 60(8), 6–13. 
Deal T. E. & Paterson, K. D., (1990). The principal’s role in shaping school culture. 
Retrieved from: http://files.eric.ed.gov/fulltext/ED325914.pdf 
Donaldson, M. L. (2005). On barren ground: How urban high schools fail to support and 
retain newly tenured teachers (Unpublished doctoral dissertation). Harvard 
Graduate School of Education, Cambridge, MA. 
Donaldson, M., Johnson, S. M., Kirkpatrick, C., Marinell, W., Steele, J., & Szczesiul, S. 
(2008). Angling for access, bartering for change: How second-stage teachers 
experience differentiated roles in schools. Teachers College Record, 110(5), 
1088–1114. 
Eros, J. (2011). The career cycle and the second stage of teaching: Implications for policy 
and professional development. Arts Education Policy Review, 112(2), 65–70. 
Farkas, S., Johnson, J., & Foleno, T. (2000). A sense of calling: Who teaches and why. A 
Report from Public Agenda. New York, NY: Public Agenda. 
Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to 
strengthen and sustain teaching. The Teachers College Record, 103(6), 1013–
1055. 
Fiarman, S. E. (2007). It's hard to go back: Career decisions of second-stage teacher 
leaders. Project on the Next Generation of Teachers Harvard Graduate School of 
Education. Paper presented at the American Educational Research Association 
Annual Conference. Chicago, Illinois. 
 	
107 
Goddard, Y., Goddard, R., & Tschannen-Moran, M. (2007). A theoretical and empirical 
investigation of teacher collaboration for school improvement and student 
achievement in public elementary schools. Teachers College Record, 109(4), 
877–896. 
Grissom, J. A. (2011). Can good principals keep teachers in disadvantaged schools? 
Linking principal effectiveness to teacher satisfaction and turnover in hard-to-
staff environments. Teachers College Record, 113(11), 2552–2585. 
Grissom, J. A., Viano, S. L. & Selin, J. L. (2016). Understanding employee turnover in 
the public sector: Insights from research on teacher mobility. Public 
Administration Review, 76(2), 241–251. 
Guin, K. (2004). Chronic teacher turnover in urban elementary schools. Education Policy 
Analysis Archives, 12(42), 1–30. 
Hanushek, E. A., Kain, J. F., & Rivkin, S. G. (2004a). The revolving door. Education 
Next, 4, 77–82. 
Haynes, M. (2014). On the path to equity: Improving the effectiveness of beginning 
teachers. Washington, D.C.: Alliance for Excellent Education.  
Helterbran, V. R. (2008). Professionalism: Teachers taking the reins. The Clearing 
House: A Journal of Educational Strategies, Issues and Ideas, 81(3), 123–127 
Hennink, M., Hutter, I., & Bailey, A. (2012). Qualitative research methods. Thousand 
Oaks, CA: Sage 
Howe, N. & Strauss, W. (2000). Millennials rising: The next great generation. New 
York, NY: Vintage Books.  
Huberman, M. (1989). The professional life cycle of teachers. Teachers College Record, 
97(1), 31–57. 
Huberman, M. (1993). Trans by Neufeld, J. The lives of teachers. New York, NY; 
Teachers College Press. 
Huling, L., Resta, V., & Yeargain, P. (2012). Supporting and retaining novice 
teachers. Kappa Delta Pi Record, 48(3), 140–143. 
Ingersoll, R. (2001). Teacher turnover and teacher shortages: An organizational analysis. 
American Educational Research Journal, 38(3), 499–534.  
 	
108 
Ingersoll, R., & Merrill, E. (2011). The Status of Teaching as a Profession. In J. 
Ballantine and J. Spade (Eds.), Schools and Society: A Sociological Approach to 
Education. (p. 185–189) 4th Ed. CA: Pine Forge Press/ Sage Publications. 
Ingersoll, R., & Merrill, E. (2012). Seven trends: The transformation of the teaching 
force. CPRE Working Paper (#WP-01). Philadelphia, PA: Consortium for Policy 
Research in Education, University of Pennsylvania. 
Ingersoll, R. M., & Smith, T. M. (2003). The wrong solution to the teacher shortage. 
Educational Leadership, 60(8), 30. Retrieved from 
http://search.ebscohost.com/login.aspx?direct=true&db=aph&AN=9722710&site
=ehost-live&scope=site 
Johnson, S. M. (2006). The workplace matters: Teacher quality, retention and 
effectiveness. Washington, D.C.: National Education Association. 
Johnson, S. M., Berg, J. H., & Donaldson, M. L. (2005). Who stays in teaching and why? 
A review of the literature on teacher retention. Cambridge, MA: Project on the 
Next Generation of Teachers, Harvard Graduate School of Education 
Johnson, S. M., & Birkeland, S. E. (2003). Pursuing a “sense of success”: New teachers 
explain their career decisions. American Educational Research Journal, 40(3), 
581–617. 
Johnson, S. M., & Kardos, S. M. (2005). Bridging the generation gap. Educational 
Leadership, 62(8), 8–14. Retrieved from: 
http://www.ascd.org/publications/educational-
leadership/may05/vol62/num08/Bridging-the-Generation-Gap.aspx 
Johnson, S. M., Kraft, M. A., & Papay, J. P. (2012). How context matters in high-need 
schools: The effects of teachers’ working conditions on their professional 
satisfaction and their students’ achievement. Educational Leadership, 73 (8), 24–
29. 
Johnson, S. M., Reinhorn, S. K., Simon, N. S. (2012). Team Work: Time Well Spent. 
Teachers College Record, 114(10), 1–39. 
Johnson, R. B., Onwuegbuzie, A. J., & Turner, L. A. (2007). Toward a definition of 
mixed methods research. Journal of Mixed Methods Research, 1(2), 112–133. 
Keigher, A. (2010). Teacher attrition and mobility: Results from the 2008–09 Teacher 
Follow-Up Survey. First look. NCES 2010--353. Washington, D.C.: National 
Center for Education Statistics. 
 	
109 
Kerchner, C. T., & Caufman, K. D. (1995). Lurching toward professionalism: The saga 
of teacher unionism. The Elementary School Journal, 96(1), 107–122. 
Kirkpatrick, C. L. (2007). To invest, coast or idle: Second-stage teachers enact their job 
engagement. Paper presented at the American Educational Research Association 
Annual Conference. Chicago, Illinois 
Kirkpatrick, C (2009). Engaging second-stage teachers in their work: The role of 
professional culture in schools (Unpublished doctoral dissertation). Harvard 
Graduate School of Education, Cambridge, MA. 
Kirkpatrick, C. L., & Johnson, S. M. (2014). Ensuring the ongoing engagement of 
second-stage teachers. Journal of Educational Change, 15(3), 1–22. Retrieved 
from: http://link.springer.com/article/10.1007/s10833-014--9231-3 
Kraft, M. A., Marinell, W. H. & Yee, D. (2016). Schools as organizations. New York, 
NY: The Research Alliance for New York City Schools. 
Ladd, H. F. (2011). Teachers’ perceptions of their working conditions: How predictive of 
planned and actual teacher movement? Educational Evaluation and Policy 
Analysis, 33(2), 235–261. 
Leukens, M. T., Lyter, D. M., Fox, E. E., & Chandler, K. (2004). Teacher attrition and 
mobility: Results from the Teacher Follow-up Survey, 2000–01 (NCES 2004-
301). U.S. Department of Education. National Center for Education Statistics. 
Washington, D.C.: U.S. Government Printing Office. 
Loeb, S., Darling- Hammond, L., & Luczak, J. (2005). How teaching conditions predict 
turnover in California schools. Peabody Journal of Education, 80(3), 44–69. 
Lortie, D. (1975). School teacher. Chicago, IL: The University of Chicago Press. 
Maxwell, J. A. (2005). Qualitative research design: An interactive approach. 2nd Ed. 
Thousand Oaks, CA. Sage. 
Maxwell, J. A. (2013). Qualitative research design: An interactive approach. 3rd Ed. 
Thousand Oaks, CA. Sage. 
Minarik, M. M., Thornton, B., & Perreault, G. (2003). Systems thinking can improve 
teacher retention. The Clearing House, 76(5), 230–234. 
Morse, J. (1991). Approaches to qualitative-quantitative methodological triangulation. 
Nursing Research, 40,120–123. 
 	
110 
New Teacher Center (n. d.). Understanding the results of the TELL Massachusetts 
Survey: Initial findings and future employment plans. Retrieved from: 
http://2012.tellmass.org/sites/default/files/attachments/MA12_Initial_Report.pdf  
New Teacher Center (2012). Validity and reliability of the 2012 TELL Massachusetts 
Survey. Retrieved from: 
http://2012.tellmass.org/sites/default/files/attachments/MA12_validity_reliability.
pdf 
New Teacher Center (2013). The impact of teaching and learning conditions on student 
performance and future employment plans. Retrieved from: 
http://www.tellmass.org/uploads/File/MA12_brief_ach_ret.pdf 
New Teacher Center & the Massachusetts Department of Elementary and Secondary 
Education (2014) Frequently asked questions: TELL Mass Survey 2014. Retrieved 
from: http://tellmass.org/uploads/File/MASS%20FAQs_Jan_14.pdf 
Papay, J. P., Bacher-Hicks, A., Page, L. C., & Marinell, W. H. (2015). The challenge of 
teacher retention in urban schools: Evidence of variation from a cross-site 
analysis. Available at SSRN 
https://ssrn.com/abstract=2607776 or http://dx.doi.org/10.2139/ssrn.2607776 
Peske, H. G., Liu, E., Johnson, S. M., Kauffman, D., & Kardos, S. M. (2001). The next 
generation of teachers: Changing conceptions of a career in teaching. Phi Delta 
Kappan, 83(4), 304–331. 
Ronfeldt, M., Loeb, S., & Wyckoff, J. (2013). How teacher turnover harms student 
achievement. American Educational Research Journal, 50(1), 4–36.  
Rosenholtz, S. J., & Smylie, M. A. (1984). Teacher compensation and career ladders. The 
Elementary School Journal, 85(2), 149–166. 
Slaim, K.N. (2011). Teacher developed leadership experiences in an urban school 
district: Exploring the professional needs and career plans of second-stage 
teachers. (Unpublished doctoral dissertation). Harvard Graduate School of 
Education, Cambridge, MA. 
Simon, N., & Johnson, S. M. (2015). Teacher turnover in high-poverty schools: What we 
know and can do. Teachers College Record, 117, 1—36 
Teaching Empowering Leading and Learning Massachusetts (2014). Results. Retrieved 
from: http://www.tellmass.org/results 
Teaching Empowering Leading and Learning Massachusetts (2014)  
 	
111 
Twenge, J. M. (2010). A review of the empirical evidence on generational differences in 
work attitudes. Journal of Business and Psychology, 25(2), 201–210. 
University of Massachusetts Donahue Institute (2014). TELL Mass evaluation: Briefing 
of findings from school level interviews. Retrieved from: 
http://tellmass.org/uploads/File/TELL%20Mass%20School-
Level%20Briefing%20Final.pdf 
U.S. Department of Education Institute of Education Sciences National Center for 
Education Statistics (n.d.). Schools and Staffing Survey (Data File). Retrieved 
from: http://nces.ed.gov/surveys/sass/tables/tfs0809_021_cf1n.asp\]\  
U.S. Department of Education Institute of Education Sciences National Center for 
Education Statistics (2011–2012). Schools and Staffing Survey (Data File). 
Retrieved from: https://nces.ed.gov/surveys/sass/tables_list.asp#2012 
Wong, M., Gardiner, E., Lang, W., & Coulon, L. (2008). Generational differences in 
personality and motivation: do they exist and what are the implications for the 
workplace? Journal of Managerial Psychology, 23(8), 878–890. 
  
 	
112 
CURRICULUM VITAE 
 	
113 
 	
114 
 	
115 
